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Principles and theories in testing, assessment and evaluation; types of tests;
language test design and construction; item analysis; alternative assessment; trends and

issues in language testing
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The students understand the principles and theories in testing and assessing the

achievements in language learning.

The students can analyze and systematically develop a critique of tests, assessments,

and issues relating to language testing.

The students can construct a language test using the principles and theories in language

testing and assessment.



10.

11.

12.

13.

Namsﬁ‘c’luiizﬁ‘Uﬂﬂ%‘m (Course Learning Outcomes)

aansnaauUvasuiifinuendte wazareiiesvsnzan
farudanudlawnfeiiugudosmvagey uasnsiananisnw
annsoldnusinguiiiotnguszasd BdnmIuagindnléa
wanssnilanguinddquazsidefifefunseaeutaymsusziiiunanwdanguls
Uszgndrufiiteliiauniedesiie Tauazuuunaaeunudanguitiussavsnmle
ysamsru§iAnwLilossnuuUULUUAB U1 LK
Anrgiidonmodanddeasuuasduiitn naenudunaiRtorouLazLUaDULd
sryuardunTzivseiuidesanadelinnissanssueinnsiunaae Uy
ysanmsmuiianwiiefnuidesunaadeuynanwnle
dusunuuasunmsguitludagtuuasdeyaiiAs el
sdunsiiudeyanisneuaussiodedeuiimuntulionuios

AUIAADNRvR AR ULAZLUUADULBRaUlaNng dula

PUAUBUNININBUNAMUBAL NS ANYIAUAITNIUADAIN A Lo

Generate a test that is of an appropriate difficulty level and is reliable.

Demonstrate knowledge and understanding in basic concepts of language testing and

assessment.

Demonstrate a good command of the English language for academic and professional

purposes.

Demonstrate understanding of key theories and research related to English language

testing, assessment, and evaluation.

Apply the acquired knowledge to develop effective English assessment tools.
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Integrate the knowledge acquired for language test design.

Analyze test-task content and the construct competence measured by the test created,

and calculate test and item statistics.

Identify and synthesize contemporary issues for language-testing research from the

literature.

Integrate the knowledge acquired for research on language testing and assessment.
Search for a modern standardized test and its details.

Administer a test engineered and collect its item responses responsibly.

Perform test and item analyses for research purposes.

Present an evaluative discussion of the articles read and information searched for with

a digital aid.
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Students can get feedback about their assicnments and check the scores of their

assignments within two weeks after submission.

checking before the submission of the final assignment.

Their formative scores will be posted for
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1. Evaluation Strategies on course effectiveness by students

Students evaluate the course through the university’s online evaluation system.

2. Course review and improvement plan
The course is reviewed every trimester in ligcht of the results of evaluation from the
students and improved every 5 years according to the feedback and suggestions of
the program’s stakeholders.

Students can appeal and complain about unsatisfactory matters by sending an e-mail message

to: complaintist@sut.ac.th
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Chapter 1 Concepts in Language Testing and Assessment
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1.1 ANULANANTEWINATNAGDU N33R Wazn15UsEIuAN
1.2 ANUANVINAUNAYDINITAANUAIIUNNNE ASHUY

1.3 MUdIAYUDINITNAFDUNINANTE

1.4 Exercise (WUURNANNEUN)

In this course document, contents will be presented as to concepts and
principles of language testing and assessment, types of test, designs and construction of
language tests, test and item analyses, alternative assessment, and trends as well as issues
in language testing and assessment. In this chapter, some basic concepts in language testing

and assessment will be covered. The organization of this chapter is as follows:
1.1 Distinctions among testing, measurement, and evaluation

1.2 Construct validity

1.3 Importance of language testing

1.4 Exercise



1.1 A2ULANAIIZUINNITNAGIU N159A 1azn15Usidiuan (Distinctions among

Testing, Measurement, and Evaluation)
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Uszmsluyanandles 19 wu n1sfalnSaim (proficiency) nusangugensont (Jusu

The terms testing, measurement, and evaluation have close meanings. They
are also often used in contexts that are similar. For example, we may administer a test, in
order to measure and evaluate the students’ English proficiency. The term testing usually
refers to when a psychological or educational test is used for eliciting some behaviors (such
as selecting a choice) from an individual. The aim is to draw an inference about certain

characteristics of that individual (e.¢., having high or low proficiency in English).
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Y

AIYAAR

The term measurement normally refers to the process in which we quantify
certain characteristics from individuals, e.g., height, weight, answers in a test. The
characteristics could be mental attributes such as aptitude, intellicence, and attitude, or

mental abilities such as ability to speak English. What is important is that these attributes



and abilities are not the same as the individuals who have the attributes and abilities. We

are thus measuring the attributes or abilities, not the individuals themselves.
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The next term is evaluation. The root of evaluation is the word value. The
term evaluation thus entails a decision regarding the value of something. The term is often
involved with the ability of the person who makes a decision, and the quality of the
information used for decision making. For example, if we evaluate the students’
performance based on some rumor, then it might be said that the quality of the information
we use for evaluation is low. In Thai, the word evaluation is close to the notion assessment
in terms of meaning and may be used interchangeably in certain contexts. However, the
key semantic component of the word evaluation is in the judgment and decision that is
made and may result in such outcomes as scores and letter grades. By contrast, the key
semantic component of the word assessment is in the measurement of something—a
quantification of something before making any decision. For convenience, the terms

evaluation and assessment will be used interchangeably when the contexts allow.



JUN 1.1 AMUFuRUSIENI19N199A WUUEBY Lagn15Usziliuan (relationship among

measurement, tests, and evaluation) (Minh 2015)

Tuzuil 1.1 uananruduiusseninamsin maneaey wazn1sUsudiud fui
vielay 1 vnefensUssiiu leedlifiuuuaeuuazieosflofldined1adufaazdnuas (no
measures) A9 UNUTTLIBLIIAMAINEINTHANIBBNYBINLT8Y (qualitative descriptions
of student performance) Wufinuaway 2 wuneds n1skdiadsadotaflulduuuaeuiionns
Usuiiu fegatu msfiagaeuinnisdndusiudidou (ranking) ilefiasiainsanamaidou fiud
meiay 3 meds Mslduunedeuenisusadiu wu mslduuuianadugninieniaFeus
(achievement test) titogaufavthvesdiFou Mufivaneiay 4 vanefs nislduvuaeuitlaildh
iWensUseidu 1wy nsldiuuinainiaiw (proficiency test) lugiugia3osilownsi (criterion
measure) 184M3AnyTIde wasfiufimaneiay 5 vanefis msldiedoailetodilalnuvasuuarlaild

Tion1sUsEiliu Msgrau Msmmrunsiaseivdmsuiviane Tulsaiou (Juiu

In Figure 1.1, a relationship among measurement, tests, and evaluation is
displayed. The no. 1 area represents an evaluation without any test and measures.
Examples include qualitative descriptions of student performance. The no. 2 area in the

fisure represents the use of a non-test measure for evaluation. Examples include teachers’



ranking of the students used for assigning grades. The no. 3 area represents the use of a
test for the purpose of evaluation. Examples include use of an achievement test to
determine students’ progress. The no. 4 area represents the use of a test, not for evaluation.
Examples include use of a proficiency test as a criterion measure for research purposes. The
no. 5 area represents use of a non-test measure, not for evaluation. Examples include when

a program administrator assigns code numbers to the subjects in a school.

1.2 AUENVAFNNAYBINITAANAUNUNBATIUN (Construct Validity)

ilslungufliiuograunsnarslutamsnmaaouuasnsusziiiunanianiw
1¢un Tmasuaunss (validity model) a1 Messick (1989) anwmamsgnguiiituidunilsly
nguiiAsifuanunssianysalnseuaquanniigaviniidegluiiagtiu (Bachman 2000; Brown
2000; Kane 2006; McNamara 2006; Fulcher & Davidson 2007; Moss 2007; Rigney et al. 2008;
Kane 2012) nufii11628n19179 15010 AN ALHA L ULDIA TINTDIA LN ZALLAZ A1
\igamevomanguldsUszdntiasmanaiBangul] fannsasessumsinuuarmslinanziuy
yiedoyadug 1nnsTauasniamaanuld (construct validity) fauandluzudl 1.2 (uth 6) nquid
wiadushu (1) AnumanevesazuuY (construct) (2) Anaieadowarysslomildaoy (relevance
and utility) (3) AauALEl (value implications) uag (4) NANSENUNEIAU (social consequences)
Tnefiauniisazuuudunnuna)wein1sieIsanALENLMs dUNabYn N §1U (progressive
matrix with the construct being central in all validity investigations) #7298 19L%U ¥1NLI19
A1sanauAILHIvestodeuatunils (uneLay 3 AuAILH) 1519 DI IULaE RN TN
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One of the theoretical models that are used widely in the field of language
testing and assessment is the validity model by Messick (1989). A reason for its wide use
lies in the comprehensiveness of the model (Bachman 2000; Brown 2000; Kane 2006;
McNamara 2006; Fulcher & Davidson 2007; Moss 2007; Rigney et al. 2008; Kane 2012). In the

model, validity is concerned with an evaluative judgment of the appropriateness and



adequacy with which empirical data and theoretical rationales could support inferences
and use of test scores and other modes of assessment. This is called construct validity.
Ilustrated in Figure 1.2, Messick’s model covers (1) the construct aspect, also known as the
aspect of score meaning, (2) relevance and utility, (3) value implications, and (4) social
consequences. In Messick’s model, which is a progressive matrix, the construct is
indispensable, making it central to all other validity efforts. For example, we want to
consider the value implications of a test (no. 3, value implications in Figure 1.2). We would
want to know first what the test measures, especially what aspect of human competence
a score from the test would represent (no. 1, construct validity). Then we would need to
know if and in what way the aspect of competence assessed in the test is related to the
curriculum or program in question (no. 2, relevance and utility). Only then can we consider

the value implications of the test meaningfully.

4. Consequence-based Use * Social consequences

3. Evidence-based Interpretation ¢ Value implications

2. Consequence-based Use « Relevance/utility

q 1. Evidence-based Interpretation  * Constructvalidity

;51]‘17; 1.2 Tunan A2 uAS9v89 Messick (1989: 20, adapted) (Messick’s (1989, adapted)

model of construct validity)

U 1.2 uansliifiudn Toinanguives Messick (1989) AsounqusianIsiaaL
ANnInsAzLuuLazn1suiazuuululy (test-score interpretation and use) AINUATINT
validity Tudnfienuves Messick (1989: 13) fia NIHINTUFAFUAIUALMAFUHAUUUDIATINVDA
N13AAY NMIRUAANUNNIEY ARDAIUNTLENANITIAKALNITNARUTULUUAY naalidn A
P3IBIANMINEALUULAAT Y Woarumnefiadsiuinanazuuuvieainailuninsialag

auTndziauinye ANANITE Y3eeAUsEnauNIsaR Uy vileg vesuywd (human



competence - @1infigy) lnagnsaumnaunatiuies 98 autui Messick nalbitAgaiuainy
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Figure 1.2 shows that the theoretical model by Messick (1989) covers both
test-score interpretation and test-score use. That is, validity in Messick’s (1989: 13) definition
entails an evaluative, holistic judgment of interpretation and use of the test scores, and
outcomes of other forms of assessment. It could be said that validity emerges when the
score meaning constructed could reflect the skills, abilities, or other aspects of human
competence aptly. A key point in Messick’s rationality is when the empirical evidence and

theoretical rationales are suitable and sufficient.

Asii Yalddanaldlunisianavdentmmageuudazats iy nsiidadendanis
(option) gnidien1an 4 fudenludedoudsdedendsy thundunisulanununefunisney
Ravsenaugn fenshiandupzuul 0 AenduRa %50 1 Asmeugn (0 or 1 in a dichotomous
test item) +d ws U auluinaves Messick (1989: 30) MmeoULA aztaAon13Us1Ng Y
(manifestation) vasmsfidulasunisvievatesusiufuvesasinforveaywdiufduiusiv

F 91U (competence interacting with a test task) taatdungfnssudi Taladsnaland g9

o

a

afndenudrideyais lidnsiaasfndundeliinm vanAndnegluwundfugiieadar
(realism) (Fulcher 2014) d@un1sinnionisnageulaerialuidulunuwuiussaneuansnfiladn
(constructivism) (Messick 1989: 30) ins1zusnaniaeialuagnnefensiigifouaironisious
shenulesldndy Sonesmluiimsaiauniauvedeiinlduazvemauifisesiunisiay

e egadussuuiazauvgauna

What is measured in each assessment—for example, when one option is
selected out of four choices in a selected-response, multiple-choice question—and then is
scored in the form of a right or wrong answer, e.g., 0 or 1 in a dichotomous test item, is
meaningful for validity investigation. According to Messick (1989), test and item responses
are manifestations of a particular aspect of competence in interaction of the test tasks. The
result of the interaction is the behavior that is measurable or observable, for example,
selecting a choice, saying something in an interview etc. Whether or not there is the

assessment, the competence exists. This concept is in accordance with realism (Fulcher



2014). By contrast, the act of measurement or testing is usually in accordance with
constructivism (Messick 1989: 30). This is so because, apart from referring to when the
learners construct their own learning, constructivism in this context is when we build up or
‘construct’ a validity argument—the argument that has to systematically and meaningfully
deal with (a) the interpretation of what it is that is being measured and (b) the theoretical

rationale behind the interpretation.

1.3 AMUFIAYVDINITNAFBUNIAN1ET (Importance of Language Testing)
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“Testing and teaching are [so] closely interrelated that it is impossible to
work in either field without being constantly concerned with the other” (Heaton 1988: 5).
From the statement, we may make an interpretation that testing is deeply related to
teaching, to the extent that we may evaluate a test based on whether it is reflective of the
teaching. For example, at present communicative trends is popular in language teaching.
Tests that focus only on grammar, translation, and language manipulation without any
element to do with communication may be said to be inappropriate tests. The tests may

be accused of being not reflective of communicative English and out of teaching contexts.

luyuNe9v0IN19138UN1TAa0U (Brown & Abeywickrama 2010) WUUABUTADIA

nalaedluladn Aas

1) Frpseyitlamnend msutus ey visedmsugiseuseauy
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2) viliaganunsaiudszansualunisasu ddgn1susunisieunisaeulv

Winga
3) TilemagiBeulduanianuannsalunmsidueulidusoaald

From the perspective of teaching (Brown & Abeywickrama 2010), a good test

should

1) help to locate the precise areas of difficulty encountered by the class or

by an individual student;

2) enable the teachers to increase their effectiveness by making adjustments

in their teaching;

3) provide the students with an opportunity to show their ability to perform

a certain task.

1 '
0% =

el sufiaslisunsnageusnandseanlaidu 3 naulngl Teun
1) inweiia 4 auildlunsdeans lawa n1sila n1swe 38U wagnadey

2) AUNWAASTEU WU 1e1nTalkaznsign1e) AENY waseussuULdealy

M1 (phonology)

3) DIAUTTNOUTBINTY WU ALY AINSeN Aaaudni Lusiu

The areas worth testing may be categorized into three groups, which are:

1) the four skills for communication, namely listening, speaking, reading, and
writing;

2) the areas of the language learned, such as grammar and language usage,

vocabulary, and phonology;

3) the language elements, such as nouns, verbs, and adjectives.
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wiould (active vocabulary) LLazﬁ’mWﬁiﬂﬂ (passive vocabulary) usu

auszuudsslunie nadainugeasla 3 du wu (n) Auauisaluns
LUNLEELALDRNLABIALIULALI ARG LW shore /for/uag chore /tfoir/
1< v £ a v a

Wudu (v) auansalunisuenueziazldyluuuunivesnisiud e
(stress patterns) waz (A) ANaTalunsilsazeanidesnaegeanly

Uszleald (rise and fall patterns)

In assessment, it is the teacher’s or test writer’s task to assess the relative

importance of the skills at the various levels and to devise an accurate means of measuring

the student's success in developing these skills. For example, in the case of the language

areas learned, testing the following could be for consideration:

grammar and language usage: the students’ ability to recognize

appropriate grammatical forms and to manipulate structures;

vocabulary: the students' knowledge of the meaning of words, and the
patterns and collocations in which they occur, or the knowledge of active

and passive vocabulary;

phonology: the students’ ability to recognize and pronounce the
significant sound contrasts, e.g., shore /foir/ and chore /tfair/, ability to
recognize and use the stress patterns, and ability to listen to and produce

the rising and falling intonation patterns.
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However, for communicative English class, the teachers or the test writers

should focus on the item types that are related to language use for real-life communication,

especially for oral communication. The forms of these item types may be as follows:

listening: the item types should be for comprehension, e.g., listening to

short utterances, dialogs, or talks and lectures;

speaking: the item types should be in the form of an interview, a role-
play, a picture description, or a problem-solving task that usually requires

pair work or group work;

reading: the item types should be questions for the students to get the

gist of a text, and to extract key information out of a reading;

writing: the item types should be in the form of instructions, letters,

reports, messages, memos, and accounts of past events,
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1.4 Exercise

1. Which does NOT involve evaluation?

A. assisnment of code numbers to school subjects
B. qualitative description of student performance
C. ranking of students for grading

D. use of an achievement test for student progress

2. Which aspect is NOT in Messick’s (1989) validity model?

A. communication

B. construct

C. utility

D. value implications

3. Which statement is true?

A. Only adequacy of evidence and theoretical rationales is enough for validity
evaluation.
B. Score meaning underpins all validity investigations.

C. Suitability of test utility is the foundation of validity.

D. We can explore social consequences of a test without construct validity.



a.

A.

B.

13

Which choice is directly related to English for commmunication?
adjectives
collocations
grammar

lectures

Which of the following test tasks may NOT be found focused on in a communicative

English class?
choosing correct grammatical forms
listening to a dialog
performing a picture description

writing an email

VG AP geV VA Iemsuy




UNA 2 HANNTSVBINITNAFIULAZNITIANANIATEN

Chapter 2 Basic Principles in Language Testing and Assessment

Tuunit 1 1Ana0MUIAAVBINITNAABUKAENITTANANIINIEY bHulUAAIY
WANFNIENINNITNAGDU N9 LazNITUTTLEU NQURUANATUAILATY kaEANUEIAYYRINIT
NAFDUNMNNIE MUUNTALLANAIDINANNISTVBINISNAFBUKALNITIANANIIAIY Taeda1suns

dauslawn

2.1 anuansalraulaass

2.2 Ao

2.3 AUAS

2.4 AUANI3Y/MSTUUEN N
2.5 8VINaTOUNAU

2.6 Exercise (WUURNWATINEUN)

In Chapter 1, principles in language testing and assessment have been dealt
with. The emphasis is on the distinctions of key terms, a validity theoretical model, and the
importance of language testing. In this chapter, basic concepts in language testing and

assessment will be dealt with. The organization of the chapter is as follows:
2.1 Practicality

2.2 Reliability

2.3 Validity

2.4 Authenticity

2.5 Washback effect

2.6 Exercise
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2.1 anuaasaldaulaase (Practicality)

mmaansaldaulseiaie msfivuuasuniomsinnadulaannsadavih dams
iudaya dnaeu leg19d159a893 (Brown & Abeywickrama 2010) Arwannsaldaulaaseds
mneruluiinslinzuuumpouildinainiaiesdieiade wu wuvasuenvasliiiudoyaunls
Juegned wadeyaandasuiidnuun launsansalimzuuuldviuausmuanal fenanan
Ihnsdaapuduunmsadudumslfnuldtegifues Jsenmagulét melfouldaFommnes
U Aldde ssogaililumsaauuvasuuuasinld mmendelumsieuuagnis

s1891uRe wuuaeuildauldasednis
1) egludodnindeauyssanu
2) ansavhdnsagarslalagdaoy melunseuszevavunzay
3) fiendy/Auusidmaulunmsiwals
1) lm3wennsynraditiegedramnga
5) lilldmsnennsmsdnasuiungafidl

6) NATANNIIMAZANUYINIALIeI NelunseanwuukazmMsiinsiLY

Practicality is when a test or other forms of assessment can be made and
administered successfully (Brown & Abeywickrama 2010). Practicality also entails when
scores are obtained from the measures. For example, a test may be used well for collecting
item responses, but it has a lot of parts that need to be scored manually. The scoring,
therefore, cannot be completed within the time limit, and so the test may be considered
impractical when it comes to scoring. It may thus be said that practicality normally covers
the aspects of the budget, time, and efforts in making, administration, scoring, interpretation,

and reporting of the results. A practical test thus:
1) does not exceed the budget limits;
2) can be completed by the test takers with the time limit;
3) has clear directions for the test organizer to administer;

4) uses human resources appropriately;
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5) stays within the limit of material resources;

6) deals with both time and effort appropriately for design and scoring.

freg1emaluiliduantunisaifuanslmiudsanuluaiuisaldaulaassdusiu

A9 U wuugeuinaiviamadunils daeudesddiiaids 5 Haludlunisiliudaada fenadale

% § a =

Iunvvasuilidmngldauats mamsgldnaunnifulilumsizussg iagussasd Sand
Fregrau wuuasudnatunidedliauaeussedderaoundazau Adndlimingandiay
thinldauade mndfasunansdosau uifigauasuiiiodainau Snvdedrau wuvasuaty
nilsldnalifundifaouiviiasaseuies uidnadeasundudediinamarsdluslunsngia
Ameuveaausiazay flidninmngiuuiuniesSsuntulaeinly Sandlwinetne wvasy

LY =

atuniaaunsan 9 lagldrauiimasinue warINN1SaaULInTunteanlUaNABNRILABSALNE

) =

Rannazldnsialevaneiuilawns wuvasululiinenadalinlivuiewnnisidauasaiuiy

q

The following examples are situations that exemplify impracticality in various
aspects of testing and administration. The first example is when a proficiency test is
administered and it has to take the test takers up to five hours to complete. The test may
be considered impractical because the test takes too much time to achieve its goal of
proficiency testing. Another example is when a test needs one proctor for each test taker.
The test may be considered impractical if there are several hundreds of test takers, but
there are only a handful of proctors. Another example is when a test takes the test takers
minutes to complete, but it takes the teachers several hours to mark the answers of each
test taker. The test, thus, is considered impractical for most classroom settings. The last
example is when there is a test that has to be marked by a specific computer only. But the
examination takes place hundreds of kilometers away from the nearest computer. Such a

test is also considered impractical for real use.
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2.2 Aadies (Reliability)

LUUEBUN L AU 89AD LUVABUT IAI1UALEUAIILAZLY 8D Db (Brown &

=

Abeywickrama 2010) g3 bigdeuauAiuinteaeuatiuliuaedsey nadeuINtodeuiagd

aulndiAssiu wuudeuiifianuiissdeans
1) fewasdunniludesanimmsal sernansinaeusausdesnswennng
2) fuumafiataauluFeinsenalviaziuy viensussidiuna
3) finawsinislinzuuudidnian
4) finurinshiezuuumnzaudmiulignsialviasuuuvs ofussiiiuly

5) dfdedeuvserunuilimniudmiudaeu

A reliable test is a test that has consistency and dependability in their
administration and scoring (Brown & Abeywickrama 2010). If we let a test taker do a test

twice, the results from the two administrations should be similar. A reliable test thus:
1) is consistent across two or more administrations;
2) has a clear guideline for how to score or evaluate;
3) has a clear rubric;
4) has a rubric that is suitable for a scorer to use;

5) has clear items or test tasks, which are unambiguous to the test takers.

191 MIRAITUIANUTNBI1aLUsRantalTy 4 Aunfirasenuies Tawn a1y

1Y

HaoU sugnTIalvingluy AMUA1SIRGARY Warsutedeu Al

The factors that could affect reliability may be divided into four areas,

namely the test takers, the scorers or raters, the test administration, and the test itself.

1'% v
ATUNEDU
ATUNGRY
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Jaduiugaeuiifinanenuiissegraugy anududieiiiniudinsna Ay
wilegd1veuiasu audsenininniaa nisdaduniswinusuneniuinladus nlinavialv
AzuuUAIAldLNalAkUTUTILLAZ AT AR U IDBNAINAKUUTILYIAZT (true score) AT

Y a A

LN IFBALLUUTN AT OUANUANNSOVS pETRD e NINMaI TR UAT a9l 0 TR lrag 1 Nigenss Uade
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a1 1

fidamanannuiealsiuludeminuaainlun1svindedaau (test-wiseness) kagnaisn1svinteagey

Y (test-taking strategies)

Test-taker Reliability

Test-taker factors that can have an impact on the test reliability include
temporary illness, the test-takers’ fatisue, nervousness, or other physical or mental issues.
These issues could affect the measurement of the true score and cause the observed score
to sway further off the true score. The true score is the score that is a function of the true
ability or competence that is being assessed in a test. Test-taker factors also encompass

test-wiseness and test-taking strategies that the test takers use while doing the test.

1'% v ¥
AUKNAIIIVBEBY

UaderurnsrateapunienUsziliuna Nilnasionuiies dniinainauRanaIn

L4 ) v @ b ¥ . = a . a v aa a gj
83Uy (human error) ANLTUDAUE (subjectivity) 3eaas (bias) Adnandanswaludunou
19159533 AzuuL Yadedulnsiadeaaunvisontailuaedf liun Anuiieassnineg

Usgiliu (inter-rater reliability) waganuieanigluvegussdiu (intra-rater reliability)

Rater Reliability

Rater factors that can have an impact on the test reliability include human
error, subjectivity, and bias. These issues could affect the scoring. Rater factors can be

divided into two dimensions: inter-rater reliability and intra-rater reliability.

ANUETENIeUsaiiy indulledUssiludwusaesaudulunsialvnzuuull

ANUALEUAINEADNAARINY AU lldanrdRItulTNAnTUlalin1s linsIlRALLUUAILLNG NS
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https://www.youtube.com/watch?v=DfNo32nl_fo

Inter-rater reliability is when two or more raters grade assisnments
consistently. Lack of inter-rater reliability normally occurs because of failure to adhere to
the scoring criteria, inexperience, inattention, or even bias. In calculating inter-rater

reliability, Cohen’s kappa is often used. The following link shows how to calculate a kappa:

https://www.youtube.com/watch?v=DfNo32nL fo
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Intra-rater reliability is deeply associated with classroom teachers. Violation
of this type of reliability could occur because of unclear scoring criteria, faticue, bias against

or in favor of bad and good students, or even carelessness.
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Test Administration Reliability

Test administration reliability is when the conditions allow a consistent and
reliable collection of test and item responses. The conditions include the venues,
photocopying quality of the examination papers, the lights and temperatures of the
examination rooms, or even the desks and chairs. An example is when a listening

comprehension test is administered in the examination room that is next to a crowded
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street. Noises from the street could affect reliability of the collection of test and item

responses that would otherwise reflect the students’ true ability.
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Test Reliability

Test factors can also have an impact on reliability. The characteristics of the
very test may cause measurement error, and so multiple-choice tests, as an example, have
to be carefully designed. The difficulty level of the examination has to be appropriate and
distributed evenly. The distractors have to be carefully chosen too, so that the
measurement error would be minimal. In the classroom contexts, test unreliability may be
caused by several factors, including rater bias as discussed earlier. Moreover, open-ended,
constructed-response tests such as essay writing, which are called subjective tests and have
to rely on the teachers’ judgment, would experience measurement error. By contrast,

selected-response tests, which are called objective tests, could increase test reliability.
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In addition, test reliability can be affected by poorly written test items, e.g.,
those with ambiguous task content, those with more than one correct answer. Moreover,
an unusually long test may make the test takers tired and fatigued by the time they reach
later items. They may guess blindly, accordingly. Another example is when the tests are
timed, and some test takers do not perform well in such a situation. Their doing of the tests

would just create more measurement error.

2.3 a1uAse (Validity)

Tuunit 1 (nih 5) layeddanamuaunswes Messick (1989) Tugugluwmanis
U NnTauAUYNLAvEIaNN1TInkasUsEiluNan 190197 TuundagnanfuwuAnisoniny

n3ilotngniaufia lneangluusunviensey

In Chapter 1 (page 5) a validity model by Messick (1989) is discussed as a
theoretical model that covers all aspects of test-score interpretation and use in the
principles of language testing and assessment. In this chapter, practical issues of validity,

especially those related to classroom settings, will be dealt with.

A11UASY (validity) Tuafisnuialy dnuvaduan Wenuvaeuindeinesnisin fe
U UFDULAMUASI 98195577 TUMIIBINIT AUASINUISDIVDUATNNITAAIUNAVDINTIAL]
ANUmLIgaY daunutswardUssloviddmiuingussasalunisinna 39919a3udnuausany

asalsaelull (Brown & Abeywickrama 2010) 41 LUVERUATIAILATIAIS
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4) ¥ inn13uantoanguiieg1991nnIediainae (the test’s criterion measure)
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A general definition of validity usually deals with when a test can measure
what it is purported to measure. But in academic terms, validity refers to the extent in which
the inferences based on assessment results are appropriate, meaningful, and useful for the
purposes of assessment. We may thus conclude the characteristics of a valid test (Brown &

Abeywickrama 2010), in that it:
1) measures what it is supposed to measure
2) does not measure irrelevant variables

3) relies on empirical evidence, as much as possible, e.g., student’s

performance
4) involves performance that is sampled through the test’s criterion measure
5) offers useful and meaningful information about the test taker’s ability

6) is supported by an argument or a theoretical rationale

ANURsIvedwuuasuldusaufeafuseau (degree) 1unnusetiay AlYi3ee3nd
n30lufl (not all or none) FBE19NIITANINTUIANUATIVRILUVADY BEINTY MU uUaoUR

1w

venirinarmansnsalumsieunusingy wasagiaeudliiiseudoudmnudnguliunnian
whilasdeuldnely 15w MnduituduusrindedldioueidifioAnduauu wuasy
Wuiihezdnaou Jafienuanunsalunisldaulaasegs (highly practical) waznislimziuuf
ﬁmmﬁmqaﬁw (highly reliable scoring) waingnalsfin wuvasuwuiaylismdutoaaudite
AasaluMITsuNISInquitienunsigs wmselifinisinsunsdeuiedeansls
%1304 (lack of comprehensibility) lail#nanuannsalunsisedesdesaniudonliiii
(lack of rhetorical discourse elements) #3 auslun n1353 a3 eesad1udand luladn (lack of

organization of ideas)

Validity is a matter of degree, not a matter of all or none. An example for

conceptualizing validity is a test for writing ability. The teacher asks the students to write as
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many words in English as possible in 15 minutes. Then the number of words is counted for
the scoring. This kind of test is easy to administer, deemed to be highly practical. Given that
the scoring is very straightforward, the test is highly reliable, too. However, such a test like
this will not be considered a valid test for writing ability. The reasons are that it has no
assessment of writing for comprehensible communication, no assessment of rhetorical

discouse elements, and no assessment of organization of ideas.
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In searching for evidence for validity inquiries, we may investigate the extent
to which the test performance agrees with the performance in the course or the unit that
is being tested. In some other cases, we may investigate how well a test determines that
the students have attained the course objectives. Another form of evidence that is widely
used is statistical correlation with an independent measure. Another form of validity

evidence is from test consequences. The following are four types of validity evidence.
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Content-related evidence

If the content in an exam paper is selected from the subject matter that we
wish to draw conclusions about, the test has content-related validity. If a test requires the
students to perform the same behavior that they have done when studying a particular
content, then the test can be claimed to have content-related validity. Normally, content-
related evidence of validity is not difficult to take notice of, if we could clearly define the
achievement that we are looking for. For example, we want to assess the students’ ability
to speak English in general contexts, but we make the students answer paper-and-pencil
questions about English grammar. Such a test may not have much content validity.
However, if we administer a test where they actually speak English, then the test would
have higher content-related validity. Another situation is when we have 10 learning
objectives, but the examination paper covers only two objectives. In such a case, the

content validity suffers.
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Another way of comprehending content validity is to consider a difference
between direct testing and indirect testing. Direct testing is to make the test takers actually
do the target task. Indirect testing is to involve the test takers in doing a task that is related

only in some way to the target task. For example, we want to test the oral production of
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syllable stress. In direct testing, we would ask the test takers to actually pronounce the
words and take notice of the syllables that are stressed. In indirect testing, the test takers
may mark stressed syllables of given words on a sheet of paper. Accordingly, the rule of
thumb for content validity is the direct assessment of the performance intended for test-

score interpretation and use.
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Criterion-related evidence

In addition to content-related validity evidence, another form of evidence
that can be used in support of validity is criterion-related evidence. Criterion-related validity
evidence is when the scores or results of one assessment agrees with the scores or results
of another measure (criterion measure). For example, the students do a test on one
grammar point. The scores of this test would gain criterion-related evidence from an
observed behavior of the grammar point in real use, or the scores from another test on the
same grammar point. The observed behavior and performance in another test are

considered to be criterion measures.
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Criterion-related evidence can be categorized into two types: concurrent
validity and predictive validity. Concurrent validity is when the results of a test are
supported by another concurrent measure. For example, the results of a final English
examination might accord with the students’ English proficiency. Predictive validity is when
the results of a test can predict the results of another measure that is in the future. For
example, a placement test may be able to predict the likelihood of the students’ success

in the levels that they have been assigned to.
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Construct-related evidence

The third type of evidence that can support validity is construct-related
evidence. A construct is any theory, hypothesis, or model which attempts to explain the
phenomena that can be observed. The construct may or may not be directly observed,

and so verifying it often involves inferential data. Examples of linguistic constructs include
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proficiency, communicative competence, and fluency. It is worth highlighting that virtually
every issue in language teaching and learning involves score meaning or a construct (see
also section 1.2, page 5). For example, we wish to assess fluency in English speaking. The
test should thus incorporate various components of fluency, e.g., speed, rhythm, juncture,
lack of hesitation, other elements for oral fluency. Accordingly, the tests are like operational

definitions because they are components for a construct.
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In classroom settings, construct validation research may seem difficult to do.
However, an informal construct validation is worth doing and should be done in classroom
settings. For example, we construct a quiz for written vocabulary. The content of the quiz
is from the unit that the students have just studied. The students are required to write the
definitions of the vocabulary in the quiz. The vocabulary that is chosen for the quiz may
have been sampled adequately for the unit. But if the learning objective for lexical use of
the unit is communicative vocabulary use, then the writing of vocabulary definition clearly

does not fit the construct of communicative vocabulary use.
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In standardized testing, construct validity is an important issue for research.
One of the limitations is that standardized tests cannot comprise all the content of a
particular field of study. Nor can they assess all aspects of a skill. A reason is that
standardized tests have to be practical due to financial limitations. Only a limited number
of language domains could be sampled in the testing. For example, a number of
standardized tests in the past had no examination part for oral production. This was despite
the fact that oral production is an important part of language ability. These examinations
were usually justified by correlation research, showing that oral production had positive
relationships with other skills measured in the examinations. Nowadays, given the
advancement in developing scoring rubrics for oral production, and automated software for
speech recognition, standardized tests for general English proficiency have tasks for oral

production.
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Consequential evidence

Thus far, content-related evidence, criterion-related evidence and construct-
related evidence have been discussed. Another type of evidence that can be used for
supporting validation of test scores is consequential evidence. Consequential validity entails
all types of consequence of a test, e.g., considerations about the accuracy of the intended
criteria, test preparation of the test takers, and intended and unintended social

consequences of test-score interpretation and use.
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Admildiuteslunsyedamdng unansenufedin impact WiefRenanszNy
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A word frequently used in relation to consequential validitiy evidence is
impact. An impact can occur either before a test administration or after a test
administration, or both. Bachman & Palmer (1996: 30) categorize an impact into a macro
level and a micro level. An example of a macro-level impact is when we use a multiple-
choice standardized test for university entrance. A lot of students may not practice the
productive skills for the English examination, and EFL testing would be plagued with a

disillusion of non-productive language skills for such a high-stakes testing situation.

ludrunansegnuszaugania AmnldiuyssAsdvinagounay (washback) 93

nanddluseazidanluiitedaly (iveh 2.5 dnSwadaundu)

Regarding the micro level of consequential evidence, the term that is used
frequently is washback. Washback will be dealt with specifically in the next section (Section
2.5 Washback).
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Face validity evidence

Face validity is when a test appears to work well and (ooks right for
measuring the knowledge or abilities that it claims to measure, on the basis of the subjective
judgment of the examinees, the test personnel who decide to use the test, and other
observers who may not be psychometrically sophisticated. In the viewpoint of the students,
face validity is when they consider the assessment to be fair, relevant, and potentially

useful for the improvement of the learning.
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Face validity might be intuitively appealing, but the scholars still contend
that it is a notion which cannot be empirically measured or theoretically justified for validity.
It is a factor of the “eye of the beholder,” depending on how the test takers or the test
giver would perceive an instrument. For this reason, face validity is a superficial factor that

many believe should be banished from the testers’ lexicon.
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However, test appearance does have an effect on the test takers. For
example, if they think that the test does not measure what it is supposed to test, then such
a feeling may affect their performance in the test, resulting in a student-related unreliability
that has been discussed in Section 2.2. Accordingly, student perception of a test’s fairness
can be important for classroom-based assessment, given that it can have an impact on the
students’ test performance and reliability. Teachers can thus increase the students’

perception of fair tests by using:
1) a well-constructed test format with familiar tasks
2) tasks that can be finished with time limit
3) items that are clear and uncomplicated
4) directions that are clear
5) tasks that have been rehearsed in previous coursework
6) tasks that relate to their coursework (content validity)

7) an appropriate difficulty level.
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The issues of face validity, especially those of familiar tasks and formats,
remind us that the psychological state of the test takers may have an effect on their task
performance. The test takers may be distracted and have increased anxiety, if we introduce
something new into the examination. It can be said that language classroom tests are not
a place for trying something brand-new. The reason is that we would not know if the
difficulty they experience is the result of the unfamiliar test tasks, or the non-achievement

of the class objectives.

2.4 AMUAND3Y/N1 T UNNENTND3S (Authenticity)

Bachman & Palmer (1996) flgnunsidunuan naseliin vneiaseduvesning
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Bachman & Palmer (1996) define authenticity as the degree of
correspondence between the characteristics of a given language test task and the features
of a target language task. The key point is that the test task or the sample of language must
reflect the language use in the real world. On the one hand, judging which test tasks are
authentic is subjective. Yet, on the other hand, authenticity is a key concept that receives
attention widely in language testing. A reason for that could be that a lot of test types

cannot adequately simulate real-world tasks.
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Tunsaeu msilumuaninasaenvegluguuuunelull (Brown & Abeywickrama
2010)
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a) fivhdeifirnnuvineg nedestiugaey wagiiauls

5) fimsdndesiteseditudedey wulneldiesudensuveaiowing
In testing, an authentic test (Brown & Abeywickrama 2010):

1) contains language that is as natural as possible

2) has contextualized items, rather than isolated ones

3) has tasks that replicate real-world tasks

4) has meaningful, relevant, and interesting topics

5) provides some thematic organization to items, e.g., through a story line or

episode
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In the past, the test items were contrived, uninteresting, and unconnected
to the test takers. They were viewed as unavoidable in language testing. Productive skills

were also missing for the reason of limited budgets. Recently, authenticity in test tasks has
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improved, especially regarding productive skills of speaking and writing. Reading passages
are from real-world sources which the test takers are likely to find. As for listening
comprehension, natural language is featured, with hesitations, white noise, and

interruptions.

2.5 dnswadaunau (Washback)

dvsnadounduie nansznuveINITAdeUiiiidenisieukaznsdeu Brown &
Abeywickrama 2010) Judugeedundsweninunsimanseny (consequential validity) Tag
avuuanasddAe Snswadounduinuglddefusunieniendundn diuanunsinanseny
fnnanfsuiuniflugjriesSeuduvdn dvinadounduoaduliiadannfoduaiunisdous

wazauRaUUNeUNSISEU]

Washback is an effect that assessment has on teaching and learning (Brown
& Abeywickrama 2010). It is part of consequential validity. A key distinction is that the term
washback is usually used for impact in classroom settings, whereas consequential validity
usually refers to the impact beyond classroom settings. Washback can be both positive—
promotion of learning—and negative—inhibition of learning.
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A
A test that has beneficial washback

1) has a positive effect on what and how the teachers teach
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2) has a positive effect on what and how the learners learn

3) gives the learners a chance to prepare adequately

4) offers the learners feedback which enhances their language development
5) is more formative in nature than summative

6) provides conditions for the learner’s peak performance
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In large-scale assessment, washback often refers to the effects that the tests
have on instruction. This is especially regarding how the learners may prepare for the tests.
Cram courses and teaching to the test are good examples of how examinations can have
both positive and negative impact. For example, the current use of standardized tests
worldwide functions as the gate keeper to universities. They make the students focus on
scoring at a certain level, rather than actual language development. A positive side has
been found, though. A lot of students in cram courses are found to have a higher

competence in some language tasks (Chapelle, Enright, & Jamieson 2008).
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In classroom assessment, washback can have several positive effects. This
ranges from preparation and review for a test, to the learning that is built on feedback on
one’s performance. Teachers can give information that is fed back in the form of diagnosis
of strengths and weaknesses. Washback also covers the effects of an assessment on
teaching and learning before the assessment, for example, on preparation for the
assessment. By nature, informal performance assessment has higher likelihood to have
washback effects because the teachers usually provide interactive feedback. Formal tests
can also have positive washback, but if the assessments result in just a letter grade or a

single numerical score, then they likely have little beneficial washback.
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An important challenge for the teachers is to foster beneficial washback
through creating classroom tests. The teachers can praise the students for correct responses
that show that they are developing language competence. The teachers can also suggest
strategies for success in the role of a language coach. Washback can help with intrinsic
motivation, learner autonomy, self-confidence, language identity, interlanguage, and

strategic investment, among others.
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Mentioned earlier, the assessments that result only in a single letter grade
or a single numerical score may not have many beneficial washback effects. Rather, they
indirectly promote the students’ competition. A tangible measure for improving washback
is for the teachers to write a lot of comments, which must be specific to the students’
performance. Teachers need to praise the students for the strengths in their performance,
and constructively criticize their weaknesses. The teachers also need to give strategic hints
on how to improve elements of their performance. That is to say, the teachers should make
the test performance an intrinsically motivating experience, which would allow the students

to sense the feelings of accomplishment and challenge.

2.6 Exercise

1. Which is in accordance with the principle of practicality?

A. The students can all finish the test in one hour, but it takes days for the raters to
mark.

B. The students can complete an achievement test in two hours.

C. The test answers have to be marked with the computer that is 500 kilometers away.

D. The test needs one proctor for two test takers, and there are 200 test takers.
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2. Which can decrease reliability?

A. Some raters do not follow the scoring rubrics.

B. The test is very long, taking 4 hours to complete.
C. The test takers are very anxious.

D. all of the above

3. Which of the following is NOT content-related validity evidence?

A. correlation coefficient with another test

B. the same test behavior that the students also do in classroom

C. when the test measures the same learning objectives as those in class
D. none of the above

4. Which type of validity evidence encompasses other types?
A. consequential evidence B. construct-related evidence

C. content-related evidence D. criterion-related evidence

5. Which may not create much washback?

A. assessment in which the teachers write a lot of comments for the students
B. assessment that provides conditions for the learners’ peak performance
C. assessment that results in a single letter grade

D. assessment that the students have to prepare a lot for
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Chapter 3 Assessment Purposes and Approaches
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3.1 Whunnnelunisiana

3.2 157ana

3.3 Exercise (WUURNWANNEUN)

In Chapter 2, basic principles that are often used in language testing and
assessment have been covered. The principles covered aims for accessibility and so should
be useful for the general audience. In this chapter, purposes and approaches in language

assessment will be dealt with, as follows:
3.1 Assessment purposes
3.2 Assessment approaches

3.3 Exercise

3.1 Wmnnelunisinea (Assessment Purposes)

el / Q‘ =
LUUADUINANAANENENIINITLIYU
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Achievement tests

The most common purpose of assessment in the classroom settings is to
use the tests to measure the learners’ ability within a lesson, a unit, or even a curriculum
(Brown & Abeywickrama 2010). Achievement tests are usually restricted within the content
of a curriculum, with a time limit. They are also usually used after the learning objectives
have been met in class. Still, the achievement tests may also be used for diagnostic
purposes, in that the topics could be identified for the learners to work on. But the main
purpose for achievement tests is to determine which objectives the learners have achieved

at the end of instruction.

wuuaeuianadugnsvnanisfsuiinddnvasndunsussiiunaasy (summative)
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Achievement tests are often summative. The reason is that they take place
at the end of a lesson, a unit, or a course. Achievement tests can be formative if feedback
about the learners’ performance is given in subsets of a unit or a course. The specifications

for achievement tests should be determined by:

- the objectives of the lesson, unit, or the course being assessed
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- the weight or importance of each objective
- the tasks used in classroom lessons
- the time frame for the test and turnaround

- the potential for formative feedback
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Diagnostic tests

The purpose of diagnostic tests is to diagnose the aspects of language that
the learners need to develop or that the course needs to teach. For example, a test in
pronunciation may identify difficult phonological features for the students and inform the
teachers to bring those as part of the curriculum for instruction. Normally, such tests have
a checklist for the teachers to identify the difficult areas for the students. Another example
is a writing diagnostic test, where a writing sample can be elicited from the learners. The
aim is to identify rhetorical and linguistic features that the course needs to pay particular

attention to.
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Superficially, it may seem appropriate to combine diagnostic tests with
achievement tests. However, achievement tests analyze the extent that the learners have
acquired language features. By contrast, diagnostic tests give information as to which aspects
the learners will need to work on in the future. Therefore, when compared with
achievement tests, diagnostic tests can give more details as to subcategorized aspects of
the learner language. For example, in a grammatical, form-focused phase of a curriculum,
diagnostic tests can give information about each learner’s acquisition of verb tenses, modal
auxiliaries, and the like. Likewise, in an oral production, the diagnostic tests may be to give
the learner a passage to read aloud, or to ask the learner to say a free speech. Diagnostic
tests like these can give the teachers a deep insight into the learners’ ability to, say, produce

stress, intonation, and segmental phonemes.
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Placement tests

Some achievement tests and proficiency tests (explained later) can fuction
as placement tests. The purpose of a placement test is to place a student into a particular
section of a language curriculum or into a particular level. Usually a placement test contains

a sampling of the material that will be covered in the curriculum. Accordingly, a student’s
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performance on the test would indicate the point at which the student will find the material

appropriately challenging.
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Some argue that an effective placement test should be diagnostic too. The
reason for this is that if an institution is going to put effort and resources for a placement
test, then a beneficial side effect could be a breakdown of strengths and weaknesses that
the students showed in the test. A tally of correct and incorrect responses would offer the
teachers with useful information on what may or may not need to be emphasized when

the term starts. As such, the placement test takes on a formative role.
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Placement tests can come in a variety of formats, e.g., responding through
written and oral performance, assessing comprehension and production, responding to
open-ended and limited responses, gap-filling and choice selection. This depends on the

nature of a program and its needs. Some programs may use existing standardized proficiency
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tests for practical reasons, e.g., budget, speed in scoring, and score-reporting efficiency.
Other programs may prefer specific course-based assessments that can double as diagnostic
tools. Although placing a student into a course or level is the ultimate goal of a placement
test, diagnostic information on a student’s performance is a useful secondary benefit for

the teachers.
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Proficiency tests

Proficiency tests are used for assessing global competence in a language.
They are thus not restricted to any particular course, curriculum, or any skill. They are rather
used for testing overall language ability. Traditional proficiency tests are composed of
standardized multiple-choice items on grammar, vocabulary, listening comprehension and
reading comprehension. Many commercial proficiency tests, e.g., the Test of English as a

Foreign Language — TOEFL test, also have writing and oral production, too.

wuvaeuinadivennlneunfssiansuzidunisaeuyseiiiunaasy (summative)

§

wazdenguiiundn deaeulinadnsidusiavasiuuness wieonaiazuuuvasneudasludadeu

Ay wuvaesuinalinsnmdnvauzinateauuesiniisanedmsuiminndugsnuiusey lunisli

ysallrlasaulaaunilseinuiuludeseautunnll uenanni Wesannwuudsuinadnsaningag

[

Waisuiulunguiaey wuvasuriiniifclienaliveyaasvieunduiiaidadela



46

Proficiency tests are normally summative and norm-referenced. They offer
results of single numerical scores, which many view as sufficient for the gate-keeping role.
Moreover, they measure performance against a norm, and so may not give diagnostic

feedback.
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A key point for proficiency tests is how the constructs of language ability are
defined. The test tasks that the test takers will perform must be legitimate samples of
English language use in a well-defined context. The creation of these tasks and their
validation with empirical research is time-consuming and costly. In general, language
teachers should not attempt to create the whole proficiency test on their own. Rather, a

more practical approach is to choose a proficiency test that is commercially available.
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Aptitude tests

This type of test is nowadays not as popular as it used to be. An aptitude
test is designed to measure general ability and capacity in foreign language learning prior to
the learning and seeks to predict the success in that learning too. Language aptitude tests

were designed to be applicable to the classroom learning of any language.
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There were two standardized aptitude tests that were used in the U.S. They
are Modern Language Aptitude Test (MLAT) and Pimsleur Language Aptitude Battery (PLAB).
Both of them are English language tests and require the students to do the tasks that are
language-related, e.g., numbering, distinguishing speech sounds, identifying grammatical
functions, memorizing word associates. The MLAT and PLAB exhibit some correlations with
performance of students in language courses. However, those correlations depend on a
language course in which the success is measured by similar processes of mimicry,
memorization, and puzzle solving. There is still no empirical research to show that such
tasks could predict communicative success in a language, especially untutored language

acquisition.
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Because of the limitation of lacking research support, standardized aptitude
tests are rarely used nowadays. An exception is perhaps when identifying a disability in
foreign language learning. Attempts to measure language aptitude often end up with
providing information about the learners’ preferred styles and their potential strengths and
weaknesses, together with follow-up strategies for capitalizing on the strengths and
overcoming weaknesses. We now know that with appropriate self-knowledge, active
strategic involvement in learning and strategies-based instruction, nearly everyone can
eventually have learning success. Therefore, any test that claims to predict success in
language learning is flawed. Classifying the learners in detail a priori, even before they have

attempted to learn a language, is to presume failure or success without appropriate cause.

3.2 359aKa (Assessment Approaches)

[
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There can be several ways of classifying assessment approaches. Two ways
can often be found in the literature of the field. The first one is to classify them according
to the objectives of the assessment. They include assessment for learning, assessment as
learning, and assessment of learning (NSW Government 2019). This classification will be
dealt with in turn in the section that follows. The other way of classification is to classify
the approaches in accordance with the responses that the learners or the test takers make.

They are selected-response assessment, constructed-response assessment, and personal-
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response assessment (Brown & Hudson 1998). The latter classification will be dealt with

after the objective-based classification.
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Objective-based approaches to assessment

The focus of classroom assessment has traditionally been on assessment of
learning. This means that assessment takes place after the classroom learning, for making
judgments about students’ performance and informing those involved of the judgments. In
the 1990s, research turned its emphasis to assessment for learning (formative assessment).
When teachers used diagnostic tests, and formative assessment, and gave feedback in
stages of instruction, they used assessment for learning, even though the assessment for
learning was often informal. Then in the 2000s onwards, assessment for learning was divided
into assessment for learning and assessment as learning, in order to highlight the role of
the students in the assessment processes. Systematic assessment as learning has become
an assessment practice for developing the learners’ potential in assessment and adapting

for their own learning.



50

nsUszdiunailonisFoud msussiunaiiientsFeufiRstestunisiingdaou
Tndngnuieatuanug anudila uasiinuzresidou toliteyauinsdeu vieditenaiion
539 Iddumsusuifiusewinadou (formative assessment) msussiiutiiemsiSeuianunsa
Anduldmasnnszuaumaiieunsaey wsevinlviagdaounsuididsuieslsvieansavinosls
Tadng

Assessment for learning. Assessment for learning is concerned with the
teachers using evidence of the learners’ knowledge, understanding, and skills in order to
inform their teaching. Because of this nature, assessment for learning is sometimes called
formative assessment. Assessment for learning can happen throughout the process of

instruction, because it enables the teachers to know what the learners know and can do.
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Assessment as learning. This type of assessment is when the students
become their own assessors. They can monitor their own learning, pose questions, and use
a variety of strategies in order to decide what they already know and what they can do.
They can also pose questions, and use strategies to decide how to use information from

assessment for new learning.
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Assessment of learning. Assessment of learning happens when the teachers
use evidence of the learners’ learning in order to assess success or achievement against
outcomes or standards. Assessment of learning usually happens at a defined key point,
often at the end of a unit, term or semester, and may be used for ranking or grading the
students, so it is often called summative assessment. The effectiveness of this kind of
assessment for grading and ranking depends on the validity and reliability of assessment

activities.
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Response-based approaches to assessment

Objective-based approaches to assessment have been dealt with in the
previous section. In this section, approaches based on the formats of student responses
will be dealt with. They are selected-response assessment, constructed-response

assessment, and personal-response assessment (Brown & Hudson 1998).
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Selected-response assessment. In selected-response assessment, the
learners are given language material. They are required to select one of the choices given.

Normally, they do not create any language, and so this assessment type is suitable for
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receptive skills such as listening and reading. The types of selected-response assessment

that are used often include true-false, matching, and multiple-choice.

Jonunin1suseiiunanuudanmaulaunanusInslunisdnasu n1strasiuun

<

aunsavhlaeg1eniaigl asaan wardenudulsdey eg1elsid daidudrfyasusznmsiann anu

v P A vy a a
Uqﬂi‘lJﬂ']i@@ﬂsU@aa‘Usﬁu@u LLa%ﬂ'ﬁV]lﬂJlmMaLiﬂuwaﬁ]ﬂ"ﬁﬂ'ﬂ,@ﬂ RRIANNE

Advantages of selected-response assessments are that they are quick to
administer, and scoring them is also quick, easy and objective. However, disadvantages are
difficulty to construct, and the fact that they do not require the test takers to produce any

language.
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Constructed-response assessment. In constructed-response assessment,
the learners are required to write, say, or do something. Therefore, this type of assessment
is suitable for measuring the productive skills of speaking and writing. The constructed-
response assessment is also useful for observing the interactions between receptive and
productive skills, e.g., the interaction between listening and speaking in an oral interview,
the interaction of reading and writing in a performance assessment, in which the learners
read two academic articles and write an essay comparing and contrasting the articles. The
types of constructed-response assessment that are used often include fill-in, short answer,

and performance.
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An advantage of constructed-response assessment is that it gets rid of some
of the guessing factor. However, it creates problems of subjectivity, especially when raters
score language samples or when human judgments are involved in deciding a correct

answer.
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Personal-response assessment. In personal-response assessment, the
learners have to say, write, or perform something, just like in constructed-response
assessment. A key difference, however, is that personal-response assessments allow the
learners to communicate what they want to communicate, and so their responses can be
quite different from one another. The types of personal-response assessment that are used
often include conferences, portfolios, and self- and peer assessments. Personal-response

assessment will be discussed more in detail in Chapter 7 as alternative assessment.
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Advantages of personal-response assessment are that it can provide
individualized assessment, can be integrated directly into the curriculum, and can assess
learning processes in an ongoing manner throughout the process of instruction. However,
some disadvantages of personal-response assessment include relative difficulty to produce

and organize, and subjective scoring.

3.3 Exercise

1. Which of the following is UNLIKELY to be practical?

A. A placement test also serves as a diagnostic test.

B. A proficiency test also functions as a diagnostic test.
C. An achievement test also serves as a diagnostic test.
D. An aptitude test also functions as a diagnostic test.

2. Which is usually designed to assess global competence?

A. achievement test
B. diagnostic test
C. placement test

D. proficiency test
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3. Which is nowadays NO LONGER popular?

A. achievement test
B. aptitude test

C. diagnostic test

D. placement test

4. Which of the following is NOT an objective-based approach to assessment?

A. assessment as learning
B. assessment for learning
C. assessment of learning
D. selected-response assessment

5. Which test type is NOT a constructed-response assessment?

A. fill-in

B. matching

C. performance
D. short answer
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Chapter 4 Designing and writing tests
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4.8 Exercise (WUURNRINEUN)

In Chapter 3, assessment purposes and assessment approaches have been
covered. In this chapter, designing and writing tests will be dealt with. The order of

presentation is as follows:

4.1 Determining the purpose of a test
4.2 Drawing up clear objectives

4.3 Designing test specifications

4.4 Devising test items

4.5 Designing multiple-choice items
4.6 Administering the test

4.7 Scoring, grading, and giving feedback



57

4.8 Exercise

4.1 nMvuad1u1gveUUNAGaU (Determining the purpose of a test)

Tunsimuadamineveswuvdeu feauddysselld vilustdeadna
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In determining the purpose of a test, there are several critical questions that
we have to ask ourselves. First, why do we create this test, or why has this test been written
by the author of a book? How important is this test to my course, e.g., to assess overall
proficiency, or to place a student in a course? What is the significance of this test when
compared with other student performance? Will there be any impact of this evaluation on
the teacher and the students before and after the assessment? (Brown & Abeywickrama

2010) Asking these questions helps us design the objectives of the assessment more easily.

nseenuuvgUkuumnaasulng Flaiduiseadney maudieerdoaiig
weneulunsoonuuy uagldnanmnnlunisiilifduuldouldaisinunisassinaegn dunms
T madamsasunuussfsfamnsadsuldfundngnsnrvifitiunisd ednsuvuiujdusius
Fauismsfiafianlugiuzasiielnaido nsvinunglunseuduusiludesneiaiimmason
LU Seuineg1siuay ldTunseousu deilefivszaunisaifiatu asaeufianninaes

2ONKUUFULUUNITNAARUTANWINNTULA

New and innovative task formats are not easy to design. Rather, they require
a lot of effort and are time-consuming before they are refined through trial and error.
Traditional testing techniques can conform to an interactive, communicative language

curriculum. Therefore, the best course of action for new teachers in designing task formats
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is to work within the guidelines of known and accepted traditional testing techniques. With

more experience, the teachers can attempt bolder test designs.
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In designing any assessment, or even in determining the appropriateness of
an existing test, the first and potentially most important step is to step back and consider
the overall purpose of the activity that the students are about to do. The purpose of the
assessment can also be called test usefulness. The following list is a checklist for

determining the purpose of an assessment:
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1) Do | need to administer a test at this point in my course? If so, what

purpose will the test serve the students and/or me?
2) What is the significance of the test relative to my course?
3) Is the test an expected way to end a lesson, unit, or period of the course?

4) How important is the test, when compared with other student

performance?

5) Do | want to use the results of the test to determine if my students have

met predetermined curricular standards?
6) Do I really want my students to receive positive washback?

7) Will | use the results from the test as a means for allocating my teaching

efforts in the days or weeks to come?

8) What will be the impact of the test on what | do and what the students

do, before and after the test?

4.2 Amuainguszasnlunisinlidau (Drawing up clear objectives)
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In addition to knowing the purpose of the test constructed, we also need to
know exactly what it is that we want to test (Brown & Abeywickrama 2010). In determining
the objectives of a test, there are several questions that are to be asked. First, what are the
objectives of the test, and what exactly are we trying to find out? Designing an appropriate

and clear objective involves many issues, from simple objectives about forms and functions
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that are covered in a course or in a unit, to more complex objectives about the test
constucts. In designing test objectives, it is thus decisions about what language abilities we

are going to assess.
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In designing assessment objectives, a starting point should be looking
carefully at the material that the learners need to use, for what they should know or should
be able to do. In other words, the teachers should have a look at the objectives of the unit
they are going to test. Normally, every curriculum should have clear, assessable and
appropriately framed objectives. Such an objective would be stated in relation to overt
performance by students. For example, the objective of a learning unit that reads only,
“the students will learn verb tenses” and “the grammatical focus is on verb tenses” would
not be assessable. The objectives that engage overt performance should read, “In the
contexts identical to the contexts studied in class, the students will recognize the written
and oral forms of the present tense.” After checking out the class objectives, the teachers
can design the assessment objectives that are assessable in terms of overt behavior and

the target language domains.
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4.3 IWYUANYAZIANIZVDILUUNAGDYU (Designing test specifications)
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In drawing up test specifications, we need to determine how the test
specifications will reflect both the purpose of the test and the objectives (Brown &
Abeywickrama 2010). In order to design or evaluate a test, we need to be sure that the test
has a logical structure that agrees with the unit or the lesson it is testing. The class objectives
should be clearly present in the test, through suitable task types and weights, with a logical

sequence and a variety of tasks.

TuUSUNTRISHU SNUAUZIANIZYDILUUNAFBUAILISOVUTN AU ATIVD9NT
NAEOU 1zdianuae “uuin” 1[Wuegials dnuuzlanIzA oM uNLY 81UBILUUNAFDY 914
p9nUsENaUAIsalUL

1) AUSSENELLEIN

2) ¥iladoanu (item types) 38AABISNT U LUULdannou wuulaae (cloze)

Gk
3) FU9Y (tasks) LU L589ANN NNTONUTDANUEU 218
4) YnweNaz sl ULUUNAaDU

5) AFMSIAALLUUNISNAADU

6) 5NN TIYNUNANITNAGOULAR LT EY



62

In classroom context, test specifications (specs) can serve as an outline of
the test — determining what it will look like. Test specs are blueprints of the test, with the

following components:
1) a description of the content
2) item types or methods, e.g., multiple-choice, cloze etc.
3) tasks, e.g., written essay, reading a short passage
4) skills to be included in the test
5) how the test will be scored

6) how the score will be reported to the students
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In classroom contexts, test specs are a guide for designing the test, helping
to effectively fulfill principles like validity. In large-scale standardized testing contexts, test
specs are often formal and full of details. They are usually confidential too, helping the
organization or institution control test qualities such as test validity of the tests that are
created subsequentially. In classroom settings, test specs are not confidential and can help
prepare the learners for the test regarding the item types and the tasks that they are going
to encounter in the test. The more detailed the teachers are in speficying the details of the
assessment procedure, the better they are in providing the students with opportunities to

perform well in the test.
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4.4 \Jeudaaau (Devising test items)
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In devising test items, we will need to determine how the item types will be
selected and how the separate items will be arranged. The tasks of the test have to be
practical (Brown & Abeywickrama 2010). For content validity, the tasks have to be similar to
the tasks of the course, the lesson, or the content segment that the learners use. The tasks
should be authentic too. And the last key point is that the tasks should be able to assess

reliably by the teachers or the scorers.

Tagvialu issinidladudn Wedmuadhmangvesuumedey fmuaingUszeasd
lumsin wafoudnuuzianIzvedluuNAdeULa? LnavdmnIalsudedouaialalunsiaien
Tuerufuad nsdeudeasuinddnuaezau myedlasmuetam wdeshuuiuudlunig
Foudeaeulml wasdiummmaiunazmela 193sernidenalunadeudeasuling solud

AorpggUuuuTaaaunTansananlylumeudeaaunguiling

In general, we often believe that we can finish test writing in one go once
we have determined the test purpose, and the assessment objectives and have written the
test specs. In reality, test design is often involved with several ‘loops’. The reason for this
is that we find problems and shortcomings, and we have to correct them in newer test
versions. For this very reason, we need to also spare ample time for test writing. The

following are some examples of task formats that we could use in listening/speaking tests.
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A15197 4.1 Tnuan1sAengAnssuLaznIsnavauaslunisad1etodau (Elicatation and

response modes in test construction)

TWuANTISAINgRNTIY

(Elicitation mode):

nsya (Ei3euile) (Oral)

n1sidEY (J3eusu) (Written)

- idslunisaeu (administration
directions)

- Uszlam (sentence(s)), A1y
(question)

- fn (word), AR (pair of words)
- A5y AE8La 87 (monologue),
MIYARUVAUNTNIY (speech)

S unaunuad Cuinly
(prerecorded conyersation)

- ATAUNUIlA mEULUUE

Ufdusius (interactive dialog)

- idslun1saeu (administration
directions)

- Uszlem (sentence(s)), A11Y
(question)

- A1 (word), ¥Aen (set of words)

- g9t (paragraph)

- 1389A074 (essay), SoAuTifn
11 (excerpt)

- 1§ 9adu (short story), MU4de
(book)

THUANITADUEAUD

(Response mode):

n13ya (Oral)

ANSLUEU (Written)

- WARY (repeat)

- 91uUpeNLEY (read aloud)

- nauld/li (yes/no)

_ meusagrneud U (short
answer)

- U55818 (describe)

- lauUnUmaNyd (role play)

- war18LAel (monologue), WA
gunInaLl (speech)

- ArsAuUNUIlA AR ULUU

Ufduus (interactive dialog)

- ienmeuludaaaunalsdiion
(mark a  multiple-choice
option)

- aualur 09719 (fill in the
blank)

- @agneA (spell a word)

- ey (lugduuuad) (define
a term (with a phrase))

_ poumgrnaudy (2-3 Usglen)
(short answer (2-3 sentences))

= =
- LWHULIEIANU (essay)

Aent bauandlumsned 4.1 MIfangAnssueenuaeAneansat1AulARung

NMIRNBUMIBANNAKAZNTABUAIBNITTEY waziuAeIAY NMSAINgANTIURENUIAIENITEUN
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anunsaAulafunInIsreumMemMnALazNIsRaUMENIS Ty nsztiu Adesdinisld ‘adyddn’

I o I a =)

windeglunisthunld wu aslilunmsmuneanin mnddifangfnssudumeiieudes (“beat,

bit”) Ineldnsnevavsadunismeumelenield Sndregefiwu nislddmfmginssudunisye

thaien Inalinavausimenisasznann Wudu

As displayed in Table 4.1, eliciting behaviors orally could go with both oral
responses and written responses. Likewise, written elicitations of behaviors could be used
with both oral responses and written responses. However, common sense needs to be
exercised when using the information in Table 4.1. For example, it does not seem to be
suitable if the eliciting behavior is saying minimal pairs (“beat, bit”), and the response is to
say yes or no. Another example for requiring a bit of common sense in using Table 4.1 is

when the eliciting behavior is a monologue, and the response is to spell words.

4.5 \Weudadaunanvallaan (Designing multiple-choice items)

mseanuuutedauraefidontulaeiiuetagluEesine wianuasuandy
\Fesnunfiszeanlagniaanuizay (Brown & Abeywickrama 2010) Yaaaunatgfidoni

ROBUNANYUTENT LYY

1) iwAlANsgudeaaunalgflaaninanIzAIN WUUTUAT (recognition

knowledge)
2) MSAIAINBUBIALDVBNANINADALLUY
3) mslddeaounaeiudenyiliitosinogrannizesdsiiaynle
4) Juniseinunniiesdeudeaeuldogrsussauanudisa
5) DV NATIUNAULTIUINBIR DY
6) 1atdesionisinsteaoy

Writing multiple-choice items may superficially be easy. In reality, they are
actually very difficult to write and design properly (Brown & Abeywickrama 2010). They also

have several drawbacks, for example,
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1) The multiple-choice item-writing technique tests only recognition

knowledge.
2) Guessing may have a big impact on test scores.
3) What can be tested is restricted severely by the technique.
4) Writing successful items is very difficult.
5) Beneficial washback may be minimal.

6) This technique facilitates cheating.

TafdAnapIUsEnTdmiunsldsunuuTeaaukUUNaNefaoNABANNAINNTE
TH91ulAaTe wagAMUN e N1SNTAIMBUNTMAUNINUALTLEITUNTTUIUNITATIT M AT LULT
annsavilieg 19557 JUkuuteaeuranedudendunisdeniiuiauladmsuagiaeu dany

v = A Y v

d1fgydshe AuAtiuANNEIEINns ol d1IngUIEaIAABLiaRNLUUTRARULIATEINYUIA LAY

q
1%

wielddnld suuuuteasunanedudonidudndeniiinazldnuldvngauaiay

There are two advantages for using multiple-choice formats: practicality and
reliability. Multiple-choice formats have predetermined correct responses and time-saving
scoring procedures, and so they are a tempting possibility for teachers. But is the preparation
time worth the effort? If the teachers’ objective is to design a large-scale standardized test

for repeated administrations, then the multiple-choice format is indeed a viable option.

[ (%

lumsgenwuuteaaukuUVaNgfIEan 5IATNTIUAANTEATY Nefuguwuy

Toaouguuuuil laun

1) Tedsunuunatgindeniduluusuaisiidonnau (receptive or selective
response) 13 i ndudegounuudanifinounls (supply type of
response) ToapukuUT AN AonnauTTnd e sauludauuugnia

(true/false) uagwuudue (matching)
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2) Yespunuunatedidanyndedidainin (stem) Fwimidindudfmginssy

uazdinane@iden (options or alternatives) Tiden

3) nidludndenlurmauiignies (key) luvaeiidudeniimdaidudiais

(distractors)

In designing a multiple-choice test, we should know some terminology used

in association to this item format.

1) Multiple-choice items are receptive, or selective response, items in the
sense that the test takers choose from a set of responses, rather than
creating a response. Choosing from a set of responses is commonly
called a supply type of response. Other receptive item types include

true/false questions and matching lists.

2) Every multiple-choice item has a stem, which presents the stimulus, and

several alternatives or options to choose from.

3) One of the options is the key or the correct response, and the others

function as distractors.

TuanunisainnsiddeaaunalgfiaanidaNumuNzay JU9A25ANH9EUSENNS

sasaludlunisesnwuulaaeau
1) eenuuultedeuniliteiniemileinguszeasn

On occasions when multiple-choice items are appropriate, there are four

guidelines for designing multiple-choice items:

1) Design each item to measure a single objective.
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Excuse me, do you know 7
A. where is the post office
B. where the post office is

C. where post office is

1NF18819UNAY TOABUYNOBAKUUNLHONAFBUAIINI N 8INUAIAUAIDY
AauwuLdey laedldon A senwuuniioasaaeuilisisisesdvesrauwuudey dnladu
Y P a a o A a o o o v & v 1
faniiiuseansam widuden C dAnhuthunuuuuianiziaizas the meld daduiidisuuy
Laidsla (unintentional clue) insze1vagvilvid@evausadadnden C laluviudl slunisdn
v A & v o ¥ o W o o v v v [ v ! P ¥ i
daden C 4 anusinenduaduavesmnuuuudesliligninme ndieg1eil Jududeasu

fliiaeantisingussasd auaisusuuifibaen C nowdunlyd

From the example above, the item is designed to test recognition of the
correct word order in indirect questions. Option A is designed to lure the students who do
not know how to frame indirect questions, and so could be considered an efficient
distractor. By contrast, Option C does not have the definite article the. This presents an
unintentional clue because it may help the students to eliminate Option C immediately. In
this process of option elimination, no assessment is made of knowledge of word order in
indirect questions. From this example, the item does not test only one objective, and

Option C should be corrected before the item is actually used.

v

2) szysmanuwazdudentidnaunsilunsunigaminfissdulula

2) State both stem and options as directly and simply as possible.
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My eyesight has really been deteriorating lately. | wonder if | need
glasses. | think I'd better go to the  to have my eyes checked.
A. pediatrician

B. dermatologist

C. optometrist

viasaswilideasunateiadeniiduiniudndu ngiugiulunisilisude nns
WeUUsehufedn1s aneg1etnsuy aasuseloansndoinlusdumninsidesnisiiieana

IigapusEyUssinvvesyAaInTmenswmdmiefuldymeuaient uenaini lun1sdeuuiun

' 1 '
) =

MLy s ldhmdnineravilvdaeuluiivy fAed1d1 deteriorating L1snee

Sometimes we make multiple-choice items too wordy. A rule of thumb is to
get directly to the point. From the example above, the first two sentences are unnecessary
if we simply want the students to identify the type of medical professional who deals with
eyesight problems. Furthermore, in the lengthened stem, we have introduced a potentially

confounding word, deteriorating, which could distract the students unnecessarily.

v v N

annguiteaunszdutaufanisiianugigeusanluandndsn Tudiegis

[
v o I~

119819 “which were” gnlgglusisausiden 1a1smsegludidinuiieliveasuasni

o

nsydunan

Another rule for succinctness is to remove redundancy from the options. In
the example that follows, “which were” is repeated in all the three options. The phrase

should thus be in the stem in order that the itemn would be succinct.
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We went to visit the temples,  fascinating.
A. which were beautiful
B. which were especially

C. which were holy

3) viliuidladn Ameuidesnsiliumneunignsiesdiidionifednsay

3) Make sure that the intended answer is clearly the only correct one.

Test takers hear:  Where did George go after the party last night?
Test takers read: A Yes, he did.

B. because he was tired

C. to Elaine’s place for another party

D. He went home around eleven o'clock.

fnguszasdvostedeutsuuoTnd ssmniuiit ududae wh- (wh- questions)
Tnesaans A senuuunifielvidladnaeuimiuuandeseninsnisneudnnitududag wh-
Fueaufineuinlynield (yes/no question) d1uf1a19 B uazAneu C naaeuaudila
AAMINBYBIA121 where ludiany og19lsiid §aaas D nduidudneuiionaazgniedlinae
ws1edidin home mstidndmeuiilalldddlafienadululdindunueinianlunisesnuuy

YDADULUUNAIYALADN

The objective of the multiple-choice item above is to test a wh- question.
Distractor A is designed to ascertain that the students know the difference between an
answer to a wh- question and an answer to a yes/no question. Distractor B and the key C
test comprehension of the meaning of where as opposed to why. However, Distractor D

may become a plausible answer because it has the mention of “home”. Eliminating
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unintended possible answers is often the most difficult problem of designing multiple-

choice items.

4) (a9azldlgAle) Tadutideasulunisuausu dane viseudludeasu

4) (Optional) Use item indices to accept, discard, or revise items.

Foldmdninasianudeusn Tunsnsnaunmdeasunuuvatsdaudon deaouitls
funedigunmiifisamedniunsldoluuiunioniou usmndesnisvherlsinniii forald
Arsadideasuiiioinadedeuiioanuuueanun Arsvddeasuiidenldiulaun danuen Gtem
facility) A181U19971UN (item discrimination) WazA1AuiUsE@nsninvessiaais (distractor
efficiency) Tuunit 6 aznanfeidiinszardaiidedoumaniiodazidon Adydinanily
Uszneumsiansanlunseensuiafivieaeudelalslisn fedeaoudelalivnnldsn wavufle

Weousuuglvideasufivu

When using the first three suidelines in checking the quality of multiple-
choice items, the test items derived should be sufficiently good for classroom testing. But
if you wish to take one step further, you may use item indices to refine the item design.
ltem indices that are widely used are item facility, item discrimination, and distractor
efficiency. In Chapter 6, how to calculate these indices will be dealt with in detail. These
indices are used for informing the decision-making processes for accepting, discarding, and

revising items.

dleadnvindeaouraledidsnidiasa 1nfenadsuniatiuineestadsu sellidfe
ANDUTLS191L L NNSUSULNRUUI19Y9900dU

'
[

1) AMAIDILFARLEINYDITDEDUTALAUNS B LU

2) fideapuningnalunmnazaiuvestadaunsaly aluiveaeusingne AdLay

sUuvudegoulunduingdmsuisouinnegudilaviselyl

Y Y

3) Toapuwsiavtaininguszasanssulidavsel
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4) fifmeuignasaiigaiudensrdmiuwiazmaidlivielyl

5) YadpULsaTIaULaUDMITN Y AITALIULATISsUdg T I B LY

U =

6) VoA UNAYFA A DNWAALYLFIAINMUNZAUNT BlU H1a9 Uz auABRe
aganuuau wiA “draula” unweaglidireauiul

7) AnugnvesdaaauLsa UaiinauiugisounIalyl

8) ML UTDEULAALTDLAIUFNITIUNWONT B ]

9) finuaNnasEnintednsuaztaenuselyl

10) YeapulagninsinkarLuvasuitaduasouingUszasdnsiseuslaegng

a & 1
Weanansali

When writing a multiple-choice test is completed, we may revise the draft.

The following are some guidelines that we may use for revising the draft:
1) Are the directions to each examination section clear?

2) Is there an example item for each section? If not, are the directions and

format very familiar to the students?
3) Does each item measure a specified objective?
4) Is there a single correct answer for each question?
5) Is each item stated in clear and simple language?

6) Does each multiple-choice item have appropriate distractors? Appropriate

distractors are those that are clearly wrong but sufficiently alluring.
7) Is the difficulty of each item suitable for the students?
8) Is the language of each item sufficiently authentic?
9) Is there a balance between easy and difficult items?

10) Do the sum of the items and the whole test adequately reflect the

learning objectives?
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4.6 30U (Administering the test)

o

Tunsinaou Siauddnie fvazBenozlstefinsazdesgua ietael
fi3vuvindoaeuldnadwifiazviounuannsoldffan Wedoaougnatraduimionuds §i3eu
AT T ANNT oL DZUANIAILAINTD WUUNATBUT AB1981MAT 92 UTTAYAY MU 7N
anmnsaideulusneg dmsunmsaeufildiniseienlifine degradu 5zananuinninaly
msaoulaglisuduldedndls 1snasfinanusiulalunueswesiaouldogidls uaziazdeli

=

Asewiui nmsnageudulenanilslumsiSeusliegnsls (Brown & Abeywickrama 2010)

In administering a test, a key question to ask is what details one should
attend to in order to help the students achieve optimal performance. When the test has
been written and is ready to administer, the students should feel well-prepapred for it. An
otherwise good test may fail to achieve its goal if the conditions for taking the test are
inadequately prepared. For example, how could we reduce unnecessary anxiety in the
students? How could we raise their self-confidence for the test? And how could we make

them see the test as an opportunity to learn? (Brown & Abeywickrama 2010)

v
) o o

soluiidumiiuziiuisdlu Tnede 1)-2) iWuswuziineuiuasy diuds 3)-9)

Juuwuzdilluiudegeu siemsiuusiihmaifilinseuaguynaaiunisel snusviividf

JusemsassiulunsdniibiaseunqussaziBenvaausaz usun
14 o = 1
Yan23A1lenaunIsaay
1) Wiswazdeaneunmsaeuilmvisizauinedny

n) Weoulvtomvuadinsunisasy (Avuataan n1siauldaunsal

dannsednd nmsin @)
) dandiseumsihndudnaausg
m) vilndeaeunazeglunisveadey

3) Auugtiseanadshivindedaulaniian
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) LNINIsUSEIUNG (ANS519N9TNNSUSELEY Aa819n1SUSauLT gU

GHERRIE))
2) Wilemagiseulaaeuay nindrmawlag uaslrmaulidaau
a d= o s
deieinlutugey

v

3) ANV DIABUNDULIAN LATATIINTIAAIULTEUS 08 VDIBIADY (WaASAI9

a a

a 3 Yo v 6V o X
gaunl wiinynawiulata n133nlduing vav)

Y

4) dldidss Iadfsiad vsewmeluladdusududnsunisaou Tvmeaaualaniin
nOUNISADU

a d‘ a ° & a A Ao & o Y] v v
5) RTYUNTEATY LATBILVYUATOY NIDFIDUE WQqLﬂuaqﬂiUﬂqim@Uﬂ@a@quﬂ

niou
6) wanveaeu
7) BunsaouAsIaT
8) wsngRous Mfizag nievdmivdmnmangaeuvasiinmsaoudiiuly

9) dmsumsasuidmuuaal Weugaeuiiiaialndvun wavatvayulviaou

yMUadau

The following are some guidelines for administering a test. Nos. 1-2 are
guidelines intended before the testing day. Nos. 3-9 are those for the testing day. The list
here is not exhaustive because it does not cover all possible testing situations. The list

functions as a starting point for working on different contexts.
Considerations before the testing day
1) Provide appropriate information before the test about:

a) conditions for the test (time limits, no portable electronics, breaks

etc.)
b) the materials that students should bring with them

) the kinds of items (or item types) that will be on the test



75

d) suggestions of strategies for optimal performance
e) evaluation criteria (rubrics, benchmark samples)

2) Give the students an opportunity to ask any questions, and provide

responses.
Test administration details

3) Arrive early and make sure that the classroom conditions (lighting,
temperature, a clock that everyone can see, furniture arrangement etc.)

are suitable for an examination.

4) If audio, video, or other technology is necessary for the test administration,

try it out beforehand.
5) Prepare extra paper, writing instruments, or other materials for response.
6) Distribute the test.
7) Start on time.

8) Remain quietly seated at the teacher’s desk, available for questions from

the students.

9) In a timed test, warn students when time is running out, and encourage

their completion.

v [

4.7 Thazuuy aatnsa Ltaz"lﬁ’%’aagjaazw dUNAU (Scoring, grading, and giving
feedback)

lunisiirzuuy msdanse waznisivdeyadsviounau denaudfAyde N3l

v v v LY ) 4 v LY
AzLUY N13ARNTA kazn1sWideyaasvieunduilululugvuuule sUsuuvesteyaavyiounau
Wneriunsnaaevdanuuandiiueenty Jusgiuidmanelunsiana lunnmsvegeu suuuy
nMIneuransnageundanuday Tuuisaninnisainisdansadudnusdufioirsonsuuu
wuuamTINetadmumuizan ludaaunisalduagdaeuenvdedideyaazioundvediaduiy

Husu wieliindnswadoundui@suan (Brown & Abeywickrama 2010)
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In scoring, grading, and giving feedback, there is a key question to ask: What
kind of scoring, grading, and feedback is expected? The form for test feedback can vary,
depending on the purpose of assessment. In every test, how the test results are reported
is also important. In some circumstances, a holistic score or a single letter grade may be
appropriate. In other circumstances, the teacher may be required to write substantial
feedback for positive washback effects on the students’ learning (Brown & Abeywickrama

2010).

N5 AT LUY

Tuvagiieenuuunsmagey agdaeudesmidaden nsaeuazlinzuuy wazdn
insnegls unuunslfazuuuarasieusrtimdniinilidoasuusiazan luguzasiaeu
ndndaaeuladmils worafmdulevsusunsliasuuudmsuiviug luadwieluisaon
o noutiy 1519gidouaiifiani wunnasuenviedasils nafildaoumnzaumiolsl
UfAzenangisouduednils uagnasulumnsanduetnils naenaudesyaiin uuumeaeulsie
fi3uldegagniomield asmsanduiindeyamanilly uidierldlddeyadesedng inszas

aunsathunlglalumeudall

Scoring

In designing a test, the teachers have to consider how the test will be scored
and graded. Their scoring plan will reflect the weight they give to each section of the test
items. As a teacher, after administering a test once, we may decide to revise the scoring
plan for the course the next time when we teach it. We would have valuable information
then as to whether the course test is easy or difficult, the time limit is suitable or not, what
the students’ affective reaction to the test is, and the general performance. Valuable
information includes whether the test has correctly assessed the students. The teachers
should write down all this information, although it may not be empirical, because it will be

useful for another term when we teach the course again.



I

N1SAALNSIA

Tumséininsa Taesdsisldiu léun msdansauuuduysal wagnsdninsauuy
Fuiing 13197 4.2 uansiaegsmsiainsauuuduysal AngasudiesszyunsgIunauvie
waAnssuntsuanseenlidrmiessasden n1319f 4.3 wansdetanisdnnsauuuduing
gouliiinmsnufinfuuazusuldlidniuanuendievesuuvasuiienafildaaniseily e

WIgUTIEDIID NISARLNTALUUALNNS I EALUBENINNIN

Grading

In grading, there are two main approaches that we may use. They are
absolute grading and relative grading. Table 4.2 shows an example of absolute grading, in
which the teachers need to prespecify the standards of performance on a numerical point
system in detail. Table 4.3 shows examples of relative grading, in which the teachers’
interpretation and adjustment for unpredicted ease or difficulty of a test are allowed. When

compared the two approaches, relative grading is used much more often.

M19199 4.2 Anan1sianIakuudaysal (Absolute grading scale)

N136UNANNTA n1sdauUanenia (Final U (Other AZUUUTINNUA (Total
(szﬂ ) (Midterm exam) (50 exam) (100 AZLUY performance) (50 no. of points) (200
rader AzWUL (points)) (points)) AzWUL (points)) AZWUY (points))
A 45-50 90-100 45-50 180-200
B 40-44 80-89 40-44 160-179
C 35-39 70-79 35-39 140-159
D 30-34 60-69 30-34 120-139
s ) L 1} N 120 (below
F #1171 30 (below 30) | ©11N27 60 (below 60) | #1131 30 (below 30) 120)
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A1519% 4.3 ANANISAANSALUUAUANS (Relative grading scale)

Lﬂaﬁ%uﬁéﬁau (Percentage of students)
n3a (Grade): aa1Uu X (Institution X) a1ty Y (Institution Y) g1ty Z (Institution 2)
A ~15% ~30% ~60%
B ~30% ~40% ~30%
C ~00% ~20% ~10%
D ~10% ~9%
F ~5% ~1%

(% Y s o

Tunslaanan1sAANIALUUENINS 91397 lALA8AALNTANINNITNTLANEAIVD

v
ada o

AzBUULUUIAIUNA (normal bell curve) 35Ha71amunuaadluln 1nIe A ABELSIURLA 10% W

Y

Y

\n3A B Aaisaudla 20% dald tnsa C ArlSaudla 40% n3enais insa D AsgiSeuiils 20%

[

ol insn F Aediseunlasman 10% luanuduass dnlidesiilasldnisfninugul inszdinny

Tdamea i ull wazlilasiunisfianunanisaeuianadugnsn1an1915 sl INIA 80819

N F AR

In using a relative grading scale, the teachers can simulate a normal “bell
curve” distribution to assign grades. For example, A would be for the top 10 percent, B the
next 20 percent, C the middle 40 percent, D the next 20 percent, and F the lowest 10
percent. In reality, however, almost no one adheres to an interpretation like this because it
is too restrictive, and does not appropriately interpret achievement test results in

classrooms.

wanwitlaanNNsIENIsNsEAeMURIAzLULLUULAYUNR 8n3slunsitn1siaLnge
wuvduivsie nsdenldilesdudlndauanunianiivesaadusslduanssognslunisisd 4.3
Tugatu X Auaaniifnen1snszatefivesnzsuuiilunseadntes @anudunlutag
seauuw) leisuriuuuulAsnd daluantu ¥ unvazliflasanlusiedv uasdBoudiilg

Tonsa A waz B Tuan1tiu Y 4 nsnszanesivesaziuudadliunisegradiulsdn wazluanidu
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=

Z onasunlaindudunuradusinsududiadne 1nsa C dudunsaan tnse B iduinsaneld

wazinsa A unsaidwnefinanisdwsugiseudulng

Y

Apart from using a normal distribution for the scores, another way of using
relative grading is to preselect percentiles in accordance with an institutional expectation,
as exemplified in Table 4.3. In Institution X, a curve that is slightly skewed to the right (higher
frequencies in the upper levels) is expected, compared with a normal bell curve. In
Institution Y, virtually no one would fail a course, and most of the students would achieve
As and Bs. In this Institution Y, the score distribution curve is even more skewed to the right.
In Institution Z, which would be representative of a postgraduate program, grade C is
considered a failing grade. Grade B is an acceptable grade, and Grade A an expected grade

for most students.

Tun9faNTALUUFURNS 151919ANUIULNTANIENSIAINNNT LA LAUNAINULAY
NWOANTIUNITUAAIDDNLAD N1sidenlgislazinlmaamsaUsunsdansalidniuseauaueIn
Y94n15neaaU SAulUDUSUlMDN N UnaNNNSwazkUAa Lulunsinge A Nedsaunsausulv

wingauiuauumne sl vsemskiviuwlinisveaeuresyseunanguinauaznaguliiiale

In relative grading, we may calculate grades a posteriori after we observe the
performances. In doing so, we could adjust for the difficulty of the test, incorporate our
own philosophical objection or agreement to awarding an A, for example, and can support
our intuition that the students, strong and weak, took or really did not take seriously their

mandate to prepare well for the test.

ad A

Ingagy Bnsbinsnduneansvesladuseli
- UsemA nT0UTAINSTIN kAT USUNTRBASIUNTYIBINgY
- AanuAaviavesesdns duinliladniseuld
a S & = Y a 1 d‘ v vy
- Hgnumsnmiuladn uasiulsegveunse Msilandll

- ANAUNUSTIS TR eV aTuS U
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- arwaaniwesisuiiiniunnnisaouuasnisaeugdes iounth

In grading, how we assign letter grades to one particular test is a product of
- the country, culture, and context of the English classroom

- institutional expectations (most of them unwritten)

- explicit and implicit definitions of grades that we have explained

- the relationship we have established with the class

- student expectations that have been caused in previous tests and

quizzes in the class

A5 idayasgiaunau

'
L a0 a a £ 4

ToyAATBUNTUTIIIABINIT LAKA YouadeviounduiineliinBnanagaunaud

Y

U3n (beneficial washback) sialuiilufedwesloyaasiounauiineadesiunisnagey

Giving feedback

The feedback that we want is the feedback that create beneficial washback.

The following are some examples of the feedback that is related to tests.

NSIRLLULNSBNITAALNIAGINSUNISNAGDU

1) insadusidnus

2) AZLUUTIU

3) ATUUUAILYY 1Y YosAaYT YL TnTE aveTedeuuRaydIl
Scoring or grading for a test

1) a letter grade

2) a total score

3) subscores, e.g., of separate skills or sections of a test
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dAusun1InaUaueraTodaUNIsHlNlayTodeUN1TE U

1) MsvsuendmneuRAvIegn

2) ypnzuuAtade wu avuuuAnfueshensaiuiaes
3) WUUSIENTIATIREOU TilsuiideInisnseduie

For responses to listening and reading items

1) indication of correct/incorrect responses

2) diagnostic set of scores, e.g., scores on certain grammatical categories

3) checklist of areas needing work

AMTUNITNAABUASENTIENITNA

1) AruuuTsIwazasrUsTnouTimaslinsuuy

2) WUUSIENSATINEDU TilNuTideInIsNsesue

3) M3lideyadoundunig1nn nan1snaaey

4) Mtnuyanevdsnsduntval ienaiReItuNamIAdey
For oral production tests

1) scores for each element being rated

2) checklist of areas that need work

3) oral feedback after performance

4) post-interview conference to go over the results

ANMSUNSNAFDUN LNV ULSLIAINI

1) ATLUUYDILARLRIAUTENDUNANGI LR UL
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2) KUUSIUNNTHTIEDU NLAUNADINITNNTOTUNY WaZNATLAN ULUNEINSUNIS

YFulensiaeu
a ° o a a vl o a
3) AUAnLAU AUz AdsulINveunIEATBLaYADUNNE VDS BIAIY
4) MIdANUNARENAINITNAGBY LitanaRAgIfUSEIAL
For written essays
1) scores for each element being rated

2) checklist for areas that need work, and suggested techniques for improving

writing
3) marginal and end-of-essay comments and suggestions

4) post-test conference to go over work

ToyadzviaundudmIun1sVadey

1) Wenfvdiunilivestegaurserivatuteaay NMsyaAeiusEnIIsious Yy
\WNefuraday

[

2) NMIYARBNY

=

[’;JJJL EJU?WEJﬂuLﬁIEJ’JﬁUﬂ’]SVI’JUﬂ’]iVIﬂa@UVIgQQﬂJU

3) mawﬂmaﬁﬂu%u[%auﬁmﬁ’umaﬁuaamimaau

4) m'31JizLﬁumuLaﬂwmﬂumaamumitﬁ

Additional feedback for a test

1) on all or selected parts of a test; peer conferences on results

2) individual conferences with each student to review a complete test
3) whole-class discussion of results of the test

4) self-assessment in various manifestations
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4.8 Exercise

1. Which is the first step in designing and writing tests?

A. administering a test

B. designing clear objectives

C. determining the test purpose
D. writing test items

2. Which is the first step in designing the test objectives?

A. checking out the class objectives
B. drawing up test specs

C. scoring test items

D. writing the test objectives

3. Which is NOT included in the test spec?

A. content description
B. item types
C. scoring

D. All of the above are included.
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4. Which is usually confidential in large-scale standardized testing contexts?

A. item types
B. test administration
C. test objective

D. test spec

5. In writing multiple-choice test items, which is NOT a ¢ood practice?

A. Design each item to measure multiple objectives.

B. Make sure the intended answer is the only correct one.
C. State the item stem simply

D. State the options as directly as possible

VG'AYv aeVZD 1A lamsuy
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P~ v W o
UNN 5 N1F3ANNEENIINTIYINSE

Chapter 5 Assessing four language skills

Tuund 4 TAdnauawuINIaNITeeNRUULAZAS 1 UUNAEaU Tuuniagnaninanig

[V

avinwemanenea Tneiiandunistauedl

5.1 myysanmsvinwrlunisinuazUsziliunanianiw
5.2 finwggauinueian un1sie

5.3 MsPENLUUTLIUNNSUsTEuRaf Uil

5.4 vinwegaevinuwenaniunisyn

5.5 msaaﬂLLUU%umuﬂfmJizLﬁumaéﬁumm@

5.6 VinuwgdeNinuenanlun1seu

5.7 M3PENLUUTLIUNNSUsSEEUNaRuN5EY

5.8 finwggauinwenantun1saeu

5.9 MssenLUUTLIUMSUsTRuNas A5 dou

5.10 Exercise (WUURNATIEUM)
In Chapter 4, designing and writing tests has been discussed. In this chapter,
assessing the four skills of language use will be presented. The order of presentation is as

follows:

5.1 Integration of skills in language assessment
5.2 Micro- and macroskills of listening

5.3 Designing listening assessment tasks

5.4 Micro- and macroskills of speaking

5.5 Designing speaking assessment tasks

5.6 Micro- and macroskills of reading
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5.7 Designing reading assessment tasks
5.8 Micro- and macroskills of writing
5.9 Designing writing assessment tasks

5.10 Exercise

5.1 n1sysannsineelunisianazyssliunanianie (Integration of Skills in
Language Assessment)

Tulanaraduads iso1aldnueiiadae ils g 10 Wou uenduld wwu fiding
nanagunInay s1untade uiaiduanuune (Brown & Abeywickrama 2010) winseiiudadan
vosardulng tldineeuuuy g wunisaununfdesdienisilauaznisya n1sld
reufinmesfuiaannefdesianiserusaznisdou fuiu lunsiauazdszfiunanisnie
nsysannsinesdadudesiifianuauads (authentic) MsuusinweisdluuniFaduluiiie
arwdaaulunsinauadundn Aldgesti davemardaisianadudassuenandy

In the real world, we may use four language skills separately. For example,
we listen to the radio, deliver a speech, read a book, or write a letter (Brown &
Abeywickrama 2010). Nonetheless, for most of our time, we integrate our language skills.
For example, in conversations, we need to both listen and speak. When we type letters on
the computer, we need to both read and write. Accordingly, in language assessment, skill
integration is authentic. Skill division in this chapter, thus, is for clarity in content
presentation, not meant for any argument that the skills should be separated in language

assessment.

WULReIAY NMsnaaaulgInTains o mFNR A LlA LIS aLENLAATIABBNAINNNT b
Winwen1sile Yinyensya Yinyennseuy WALYINYEAISEY WY wuunegaulensalffeelinnsils
N13UA 115814 kae/v3eMsilsu lievhaudlalanduavarusanevaussomaiule Tuuni
Fzdlanennisnaasulisnnsaiusanisneasuadnvioanundunisianie Wietdugifiaiu
A o av o P ] ¢ o v & YY) & o
Weaiunldanunsanenlaseninegd (Lensaluasddny) wazanuming (Nsinvinyensd)

Likewise, testing esrammar and vocabulary cannot be separated completely

from use of listening skills, speaking skills, reading skills, and writing skills. For example,
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grammar tests need the four skills for question comprehension and responses to questions.
In this chapter, testing gsrammar and vocabulary is not separated for the purpose, in order
to emphasize the inextricable relationship of form (grammar and vocabulary) and meaning
(assessing the four skills).

SnussdiuluSonfertuinustidiodesnmsdunanisuanioenvoinuesiad ms
wansnNanansales senundesenduansindies (competence) floginslu iilaisnausingazia
anuannsavesifeuluiinvesnunimienateduussnouiu 1srinafniozudisdanans
LARIATUANNIS088NIN FensuantpanUIInSeRlliRazTouaTderiniase Sudunasinnns
Wnneuliissne Anudulie auinndnasesnisasy 1a liidunsieanindosily
Fieamss

Another issue in relation to the four basic skills is the observation of the
performance of the four skills. The learners perform any tasks using the underlying
competence that is inside them. When we offer to assess the competence, we in fact
observe the learners’ performance. Performance, however, sometimes cannot reflect true
competence due to insufficient sleep, illness, test anxiety etc., making the competence

measurement unreliable.

PnUsziudesmsinadndesiionslifiswmsainvate Jade i5n3eensldnig
AT UANEN (triangulation) Tun1sinlavUseiliung nadfe Aansaunlddeyanisuanesn
oglienaninds uay/vioassaniunisaflunisdndunamsia Tngenaunlugunisvageunansasa
mslifununasuuiite iz fudlpdmaBeudiagiudsnsuansosn msldnulfazuuui
Pnluiesssulazuanviedisoy Tulvdsmsldnisussiunanadenysenaumuaiulume

In light of the possibility of unreliable assessment of competence, we should
triangulate the measurements. This is usuallly done by considering at least two (or more)
performances and/or contexts before the teachers draw a conclusion. The triangulation
may mean a) several tests, b) a single test with multiple test tasks to account for learning
styles and performance variables, c) in-class and extra-class graded work, and d) alternative

forms of assessment.
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Tunslddayanisuanseen idesdsiudeyanifalddunalaidundn n1sialed
dunalavuneds anunsafiziunieligunisuanteanvasiiseu Weliaseluuiunvesinuei
& i llanunsndunaiiuianTEUIUAITLAE NARANTBITNYESUATS (receptive skills) lauATinyy
msfluaziinyensen Auandlumnsned 5.1 dregatu 1519199zna1alean siudiseunumilg
idaileey wsizsendnuituazdy wdinauaiuiineddes wanuduazauds 151mds
[ @ o 3 1 [ 3 v 1 a 3 v
dunmitunaagwsvean1sils sldarusadunniunisislauinlininnisdisniuauin
nsyUIuNMINMskanseandnsiladunssuiunsiilbiamnsanssiuldvesmsduduanumuneain
doyanandesignatenenlfmuavauss fawiisnenaasuded nandnvenisilefonisneveanun
) o A 1< = (% 1 a { [ I 1 3 I 1
Jurnansodun1seundun winandnvesnisiawazniseuilileisfienisnevesnuniy
o =) < a [ a a a a dg’l 1
ayansaiunisisundunn nandnvesnisitadunisiudsuwdasiind uluauss nnldd
waluladfiaununssuanumneiiinduluanes AdulUlllinsdunanandnluaues isdauna

¥ v

Iiganadnsvesnsteudeyariiluegnalinnuangluguvesnsyavsediousanun wiieaiu

Y

v
-

funisiiuNadnsvesauiaAsunululsnndsliun

In using performance, we need to rely on observable performance.
Observable means being able to see or hear the performance of the learner. Considering
the contexts of assessing the four skills of listening, speaking, reading, and writing, we cannot
observe both the process and the product of receptive skills, namely the listening and
reading. Table 5.1 show this. On the one hand, we may say that we see a learner listening,
because we see her nodding her head and smiling, and then asking relevant questions. In
reality, we are observing the results of the listening. We can no more observe listening (or
reading) than we can see the wind blowing. The listening performance is an unobservable
process of meaning take-in from the sound signals that are relayed to the ears and brain.
We may argue that the product of listening is to give a verbal or written response. But, in
fact, the product of the listening and reading is not the same as verbal or written response.
The product of listening is the change occurring in the brain. Without a scanning technology
that deals with meaningful intake in the brain, it is impossible to observe the change in the
brain. We could only observe the result of meaningful input in the form of a verbal or
written response, in just the same way that we see the result of wind blowing as the leaves

waving back and forth.
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A15197 5.1 nsuanseanidunnlavasinwened (Observable performance of the four
skills)

ﬂgmmiﬂﬁﬂmﬁ... 1¢lngmse (Can the teacher directly observe...)

NF¥UIUNT? (the process?) NaNAn? (the product?)
n1sN4 (listening) Tailet (No) Tallet (No)
N13NA (speaking) 19 (Yes) Taile (No)*
N1587U (reading) Taila (No) Tailel (No)
NSV (writing) 1A (Yes) 1 (Yes)

* gArTulladin1sUuiind@es (Except in the case of audio recording)

Fafy NsdunaLaznITInTnyeSUa153R 8901 ENITHUANIINAITYANT B8NS
Weueanunvesaeu llydunanisilivianisamlaense nailagasd myiaussiliunavinwesu
asFesednisenuny mnmsuansiiliansnsaialadaunnld dnisairedeasuifefuaninde:
Aala

In light of the non-observable nature of the listening and reading, it may be
said that observing and assessing the receptive skills has to rely on observing the test takers’
speaking or writing, not observing the listening or reading directly. In sum, assessing the

receptive skills has to rely on inference, from the unobservable reception of information to

drawing a conclusion about comprehension competence.

5.2 Vinwegagiinwevan un1sWs (Micro- and Macroskills of Listening)

Tunnsuanseonludunisitaiennnudile 151uusiagussasalunisils
sonilurinusgosuariinuglug sefiovinueindril (adapted from Richards 1983) %a8lun1ssey
foquszasdlunisifous uavteliauiieonuuumameasuszyinguszasdlunsianaldogis
WTNZNZAINDITY

In listening comprehension, we may divide the listening objectives into
microskills and macroskills. The following list of microskills and macroskills (adapted from
Richards 1983) helps identify objectives for learning, and helps test designers identify

specific assessment objectives.
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Vinweeion

1) uwenuozidssiuanesiulunudangy

2) anddernaluniwiifinnuenaieiulilunnudiszeydy

3) ugnuezsULuuMaiudoslunwisangy dlusunsiignidusasilalagn
whu Tassadrevesdong @unmadiudes wasunumvessUuuumanilunis
doansdeya

4) LeNUeENSaNIUURIAT

5) PUUNVOULYATBIAT UAUVDIAT WagAAMNFULUUYBINITANAUAT uag
AMuEReyle

6) Uszinananswaiifiszsuaundasieiy

7) Usgmnananisyafiiinnsvgain dodanain nsyend wazidfaudslunng
LARIDBNEY

8) wunuezriiavesmmighiensal (MWL ANSeN Ma%) SEUUANY (WY N8 1S

Auen3enuysesu msvibilunyna) sUsuusie nginast waggunis
AYAINY)

9) AsIakeNdIUYTTNBUYRIUSELEA Lavueniyzseniediulsenaunanuay
dulszneudey

10) wonueylsdn amnunenileq erauanseenlluvatssumahiennsal

11) wwnuezAdesluiaunssuauiyn

Vinwenan

12) wonueywhivestioslunsdeans suaniunsal gaunin wazidmng

13) oyuuaniunsal faunun uazithmane Ineldanusmlvlulananuduaie

14) InwinNsaluazuuIARd i vhunenadns eyuuntsidouleuazadm
Ateessninanmnsal susnusmaLazedns uaruenauduRuS LYY
waAandn wuiAnaiuayuses Teyalumsl Yeyafilyiun nisasusin uaznns
gneee1ale

15) WNUEEIENINANNMNEATIEIRaEANNNelaela

16) ldnin nMsiAdeulin wien19IN1Y W0 TaUN1wIDUY TuN1SREAANNLNY

5]
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17) fiauuagldnagnslunisila 1wy nsseumdfy N19MANUTIEYB9AIIN
UTUN N9303U9ANLTIELMED waznsasatsIndilanseliitila

Microskills

1) Discriminate among the distinctive sounds of English

2) Retain chunks of language of different lengths in short-term memory

3) Recognize English stress patterns, words in stressed and unstressed
positions, rhythmic structure, intonation contours, and their role in
signaling information

4) Recognize reduced forms of words

5) Distinguish word boundaries, recognize a core of words, and interpret word
order patterns and their significance

6) Process speech at different rates of delivery

7) Process speech containing pauses, errors, corrections, and other
performance variables

8) Recognize grammatical word classes (nouns, verbs, etc.), systems (e.q.,
tense, agreement, pluralization), patterns, rules, and elliptical forms

9) Detect sentence constituents and distinguish between major and minor
constituents

10) Recognize that a particular meaning may be expressed in different
grammatical forms

11) Recognize cohesive devices in spoken discourse

Macroskills

12) Recognize the communicative functions of utterances, according to
situations, participants, and goals

13) Infer situations, participants, and goals using real-world knowledge

14) From events and ideas described, predict outcomes, infer links and
connections between events, deduct causes and effects, and detect
such relations as main idea, supporting idea, new information, given
information, generalization, and exemplification

15) Distinguish between literal and implied meanings
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16) Use facial, kinesic, body language and other nonverbal clues to decipher
meanings

17) Develop and use a set of listening strategies, such as detecting key words,
guessing the meaning of words from context, appealing for help, and

signaling comprehension or a lack thereof

5.3 N1599NLUUTUNUNITUIZILUNAATUNISNY (Designing Listening Assessment
Tasks)

n¥annstmuaingUsrasilunisia dudelufeniseonuuuiunu defsauly
fansdnduladn 1agRamgAnssuNTHAnteRNeanU10e 9l karlIIAIANTIINEISEuIEABUANDY
081413 (Brown & Abeywickrama 2010) Tuwadail L3198af 08198 uaudunsils Idunnsis
WUUNYU (intensive listening) Tuautisnisitanuunineuing (extensive listening)

After we have determined the assessment objectives, the next step is to
design assessment tasks. This includes a decision as to how we are going to elicit the
performance, and how we expect the learners to respond to the tasks (Brown &
Abeywickrama 2010). In this section, we will have a look at some sample tasks for listening,

ranging from intensive listening to extensive listening.

M sHeUUuY (Intensive listening)

Test-takers hear: Is he living?
Test-takers read: A. s he leaving?

B.ls he living?

ludegnstisvu guisuanuuandrndudninglunisin lneindesaszuuy

1 v & Y 1 i 1%
ysannsnsitawaznsenu dadurinuegeslunisitaienutila
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In the above example, a phonemic pair of vowels is the target for
assessment. It integrates listening and reading, and is a microskill for listening

comprehension.

Test takers hear: Hello, my name’s Suphat. | come from Thailand.
Test takers read:  A. Suphat is comfortable in Thailand.

B. Suphat wants to come to Thailand.

C. Suphat is Thai.

D. Suphat Ukes Thailand.

lushegetauy msflaneanuilaianalagnisiivselen (Fas) uaglvidaou
deonuszloanswlsy (paraphrase) Nidgonrdad Inetlunsysannisnisenuaznsile
In the example above, listening comprehension is assessed by providing a

stimulus sentence to the test takers and asking them to choose the correct paraphrase.

MsHsNanauauad (Responsive listening)

Test-takers hear: How much time did you take to do homewaork?
Test-takers read: A. In about an hour.

B. About an hour.

C. About $10.

D.-Yes, | did.

TnnUsrasAveetaaaud1auuAe W ol @oulunkeEAIAIUNLUY wh- “how
much” uagn1sneuilmunzau daassgnidenuiiaidudiunuvesdneuresfiseuiidnaniu
Une9 Tudiais A unisneudnsumain “how much longer” daaae C Liun1smaudinu

“how much” wuutdusiidu wazdiate D Wunmsneuiauwuy yes/no
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The objective of the item above is for the test takers to recognize the wh-
question “how much” and its appropriate response. The distractors are selected to
represent common errors. In distractor A, the answer is for “how much longer”. In distractor
C, the answer is for “how much” used with money. In distractor D, the answer is for a

yes/no question.

Test takers hear: How much time did you take to do
homework?

Test takers write or speak:

Jeaoutenouninaansahudsuldunuumauvatadale (Fregredrauu) lng
NniRnATasunsilaznise s faznarsunfumsiamsiliuasnsidounioyels

The previous item could be adjusted into an open-ended question
(exemplified above). The skills assessed would be from listening and reading to listening

and writing or speaking.

n1sHamuULaanya (Selective listening)

NS LARIDDNTINITHILUUNEINT ABNITHILUULADNMITBLANABINITITNVDAINY

Y

¥ [l
v I

leia 19y Teaounuulnanilansils (istening cloze) luteasuwilni fasuldsutoninui
udugnavly Jasudesiladioiiudiadugesin demsseimastoaousinide feaeuay
nanedudoaeuiifaniserufierudlaudifissediaden Fudldud Aiaudoududiisiivan
dogaun (high information load) tlelvimawanlaenn desendenisitaiiieifudoniulauysal
AILARAIAIDEINATUE

The third type of listening performance is to listen and select the information
desired from the listening texts. For example, in a listening cloze, the test takers receive
texts parts of which are deleted. The test takers have to listen and fill out the blanks. A
weakness of this test format is that the test would become a reading comprehension test

if the blanks can be filled out without use of the information from the listening. A solution
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is to delete only words and phrases with high information load. Filling out the blanks has

to rely on the information in the listening texts, as shown in the example below.

Test takers hear:
Ladies and gentlemen, | now have some connecting gate information for those of

you making connections to other flights out of San Francisco.

Test takers read the sentences and writing the missing words or phrases in the
blanks.

Flight seven-oh-six to Portland will depart from gate seventy-three at nine-thirty P.M.

Flight ten-forty-five to Reno will depart at nine-fifty P.M. from gate seventeen.

A1sHeUUNI192219 (Extensive listening)

Tulandeints msussrslududeulasenansdiulszaunisaiiluvesyiFeon
1YY gULLUU%ﬁwmmiaaUmi‘ﬂﬂﬁa miﬁwsimaLﬂuﬁ’sﬁﬂwqﬁﬂﬁmmwauaum GR
57 Tnegfaeulvanliin Winflanldoragnussidiulaeszuuitu i 30 ududsl

In the academic world, classroom lectures given by professors are a common
experience of non-native English users. A form of listening examination is to use a lecture
as a stimulus, and the students will take notes. These notes are then evaluated, for

example, on a 30-point system, as shown in the following criteria:
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0-15 azuuu (points)

msinauaiveuiuls: Wevesnuiaaunazsudiie? vawndoyasasfanlsldie 14
fufhuumthnszamailessihausrudauuudiunwe aalddeuti Fdaides mneiay
wielai?

Visual presentation: Are your notes clear and easy to read? Can you easily find and
retrieve information from them? Do you use the space on the paper to visually
represent ideas? Do you use indentation, headers, numbers, etc.?

0-10 AzuuY (points)

o

AIMgNADY: AMULEUBLNAAANINATUSTEElRaugnaad? lalinTeasidend Aty
Yoyases uaziethaviali? IiarssaziBuniibiddneanluvdali?

Accuracy: Do you accurately indicate main ideas from lectures? Do you note
important details and supporting information and examples? Do you leave out
unimportant information?

0-5 AziuY (points)

dyanvaluasiage: auldlddydnwaluagiagonisg Wiunniiaawindasdululd e
Usswianaioli? aalldwandesmafeusemmiduasvinidesinisdeuessnandde
Aiigfusseneayavdolai?

Symbols and abbreviations: Do you use symbols and abbreviations as much as

possible to save time? Do you avoid writing out whole words, and do you avoid

writing down every single word the lecturer says?

INADYIBAUIN AT HALLUUT AU NFLUIUNITATIVIAL LULDIIILAUIAIUIN
Favirnumsusziliunaanwazingssnuginsalunmsloeulaass (low practicality) uagingiz
& v W v a '’ e v & Y Ao v A
Anudusndslunisiinzuuy anuiisswesnisusyiliunailfaesasiig nszdu ToRd1Ayde
FuaunTialaasyaudsiiuluusunieasey uanldniddsdianunssusiunisinnisilaie
AMULTlARELIN FusuneUlaNENaIITeINTIINsNEINTAUUSUIU (cognitive demand) N3

Tinwiiensdedans wazanuauasadunuaninass (high authenticity)
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From the scoring system above, the scoring process can be said to be time-
consuming. This means that it loses some practicality. Because of subjectivity in the scoring
system, the reliability decreases too. Nonetheless, the note-taking task offers an authentic
task which reflects exactly what is emphasized in the classroom settings. The task thus has
face validity in assessing global listening comprehension. The task also fulfills the criteria of

cognitive demand, communicative language, and authenticity.

5.4 ﬁnwxéaaﬁnwwé’n’tumiw‘jﬂ (Micro- and Macroskills of Speaking)

Tunisuansoenludumsyaii an1sdeals 51onauusingUszasdlunisyn
panuinuzdesuaziinuelvg) eTevinusmanil (Brown & Abeywickrama 2010: 186) daelu
msszyinguszasAlunisious uaztaelifiieonuuumveasuszyinguszasdlunisianald
LN AN

In oral production, we may divide the speaking objectives into microskills
and macroskills. The following list of microskills and macroskills (Brown & Abeywickrama
2010: 186) helps identify objectives for learning, and helps test designers identify specific

assessment objectives.

Vinweeiag

1) womheodeaazmhedesdosiunnsieiulunvdanguls

2) yadernulunwdanguiitlrnuenssiuls

3) yoguuuumsiiudsdunusngy Alusumsideardudssuaslsidoaii
e lassaiavesdone wasidunsuhndeale

4) yaruayadluguuuuiifinisanguresenle

5) lviheAdmausnnme ieliussqlimengiaulfin

6) Wanae iedonuilusnsfiunnenaiuls

7) unmmsdeanssiuniswavesaules uagldnaislunsdearsivanviany 1y
nsvgn mslddududy nsmauiies msvdndeya eliuanudaiauves
ansiide

8) lddiivrhiimishennsalsefu (dwm dn3en ma=) szuu (9u Ma nsiy

NSe1RNUsEs N MIldAnynaL) msaiau JUkuy ng wavgudela
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9) WalFLUUSTIINA FaenATimzay sensmga mmele wazdrulszney
yasUseloafimvay

10) yavstArmnsenzagns Tunseulaeinsaifishaitu

1) Téandeslunsya

NNWLAAN

12) wodoanslsogavanzan seanunisal fwdeans wazitving

13) 19aloa vindeunw anununedeunds dSnvauzauiudndu sssudouiau
UUR ngLnauailun1saunu N13ATILAENNTABNITAUNUI N1STATIVIE
wardnuaennwmansdeandug Tunmsaunuseniildesnamngan

14) I8 ndeanazdndouszninangnisal uagdeanslaniumdn lanwses
winnnsaluazanddn deyalvduazdeyaiioguda nsasusin waznns
anFg1ala

15) [¥nsuanseenniadniii nswdeulm a1winie wavetauntwdug AUA
fudauniwla

16) Wamnuazldnaiflunsye Wumsiumadsy muland msvenuiuniile
N13AAIIUAUNUIYYBIAT A1T389VDAINYILINGD Uazn15UTELUIEG
aunumautlagalaegiawiugn

Microskills

1) Produce phonemes and allophones in the English language

2) Produce language chunks of different lengths

3) Produce English stress patterns, words in stressed and unstressed
positions, rhythmic structure, and intonation contours

4) Produce reduced forms of words and phrases

5) Use an adequate number of lexical units (words) to accomplish pragmatic
purposes

6) Produce fluent speech at different rates of delivery

7) Monitor one’s own oral production and use various strategic devices—
pauses, fillers, self-corrections, backtracking—to enhance the clarity of

the message
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8) Use grammatical word classes (nouns, verbs, etc.), systems (e.g., tense,
agreement, pluralization), word order, patterns, rules, and elliptical forms

9) Produce speech in natural constituents: in appropriate phrases, pause
groups, breath groups, and sentence constituents

10) Express a particular meaning in different grammatical forms

11) Use cohesive devices in spoken discourse

Macroskills

12)  Accomplish communicative functions according to situations,
participants, and goals

13) Use appropriate styles, registers, implicature, redundancies, pragmatic
conventions, conversation rules, floor-keeping and -yielding, interrupting
and other sociolinguistic features in face-to-face conversations

14) Convey links and connections between events and communicate such
relations as focal and peripheral ideas, events and feelings, new
information and given information, generalization and exemplification

15) Convey facial features, kinesics, body language, and other nonverbal cues
along with verbal language

16) Develop and use a number of speaking strategies, such as emphasizing
key words, rephrasing, providing a context for interpreting the meaning
of words, appealing for help, and accurately assessing how well your

interlocutor is understanding you

5.5 N1392NWUUTUNIUNITUTERUNAAIUN1TNA (Designing Speaking Assessment

Tasks)

nFsnnisfnuaiagUsvaslunista duseluifeniseonuuutiuau Sefvly
famsdnduladn saviamgAnssunisuanseanaanynegals wazsiAanieigiseuasnauaues
081413 (Brown & Abeywickrama 2010) lufadail 1sazgiogrstunudunisa Ity

f13 (imitative speaking) lﬂauﬁammmwmf’mmw (extensive speaking)
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After we have determined the assessment objectives, the next step is to
design assessment tasks. This includes a decision as to how we are going to elicit the
performance, and how we expect the learners to respond to the tasks. In this section, we
will have a look at some sample tasks for speaking, ranging from imitative speaking to

extensive speaking.

N13NANIA (Imitative speaking)

Tuefnisuaideiuin msyadsudsauulifionuenglifusglovilumsFeou
My wedewsnuin ‘mﬂLi%ﬁuﬁaﬂmiwjmﬂémmnLﬁ‘ulﬂ m\‘iﬂ%gﬁﬂ’]lﬂgimmgﬂﬁadﬁaﬂﬂaam
i wtunlvauauladuniseenides lnslmgnisiudsassdumuagsedulsslon ield
f3vunaldidnlonnd sy widdesliliAunardnivgvesnsiainuenisdsans deluddu
M08 19 TInMmENLnAnIL

In the past, we used to believe that non-meaningful imitation of sounds was
useless in communicative language teaching. But when we discovered that if we
overemphasized fluency, then accuracy in speech suffered. So, we have paid attention to
pronunciation, especially stress and intonation, which would help learners be more
comprehensible. Nonetheless, such imitative tasks should not be the majority of oral

production assessment. The following is an example of imitative speaking assessment.

Test takers hear. Repeat after me:
eat pause it pause
chat pause rat pause etc.
bought a boatyesterday.
The glow of the candle is growing. — etc.
When did they go on vacation?
Do you like coffee? etc.

Test takers repeat the stimulus.
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ASWALUULIUTY (Intensive speaking)

Tunseonuuuiunuidieldlumstana dmsumayslussdudududu faouazna
ﬁammﬁgm LiAunilsUslon Wonansmuanansaneneilussduiimmun Funusiuaunn
Huuuumuausney nanie Tandvilidasuannsameuldlifuuuminy deluiidusegans
T syaLUUDN DY

In designing assessment tasks for intensive speaking, the test takers would
say a short response, which normally is not longer than one sentence. This is in order to
demonstrate linguistic ability at a specified level of language. Many tasks are controlled, in
that they allow a limited band of possibilities for their answers. The following are some

examples for assessing intensive speaking.

Test takers see:

Interviewer: What did you do last weekend?

Test taker:

Interviewer: What will you do afteryou graduate from this program?
Test taker:

Test taker: !
Interviewer: | was in Japan for two weeks.

Test taker: ?
Interviewer: t's ten-thirty.

Test takers respond with appropriate lines.

Y o = v a a & o
PesiusznsvilsveanislidinaidanisussiliunaluuilAe NMSaINNITOAIUANE T
Hapuazyneanuildluszaunts wenanil nsnlandunluglvesdeanuuunszamuunuiiaziluy

Fomnuieuliiasuilsdshiednlaysesnsilslandliinla diudeideusenisusniie Msndes
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#4n1581180N warALaIITalunsatelauInmsideulugnisnalunisneudiaiy Tode

Uszmssaunfernuliansswestiuauy Javnnidunmsisuunumanyfieisauasaniiiuin

An advantage of this technique is its moderate control of the test taker’s
output. Moreover, the written form of the stimulus gives the test taker more time and
removes potential ambiguity that may be created by aural misunderstanding. As for
disadvantages, it has to rely on literacy and the test taker’s ability to transfer easily from
written to spoken English. Another disadvantage is the inauthenticity of the task, which

would otherwise be accomplished better with a role-play.

N1INANBUEAUBY (Responsive speaking)

msfauazUsndunatuauiidesdinmmauuunovausaisidestunisiiufduius
Fuq fudaunun uanssndusuitanisnewuududu TuwidlidassanuAnadassduddaou
1NN LLazLLG\ﬂGi'N’i]’]ﬂ%uﬂ'mLLUUﬁUﬁﬁﬂJﬁuﬁmiﬂﬁ‘ﬁamﬁllﬁwumlzﬁﬂ’;'lﬂﬁl’]’;ﬁ’]fsf(ﬂﬂ’j'l solufiiu
FI9819NTINNTNALUUNBUEAUBY

Assessing responsive tasks is involved with brief interactions with a
conversation partner or a rater. They are different from intensive speaking assessment tasks,
in that they allow the test takers more creativity. They also differ from interactive
assessment tasks, in the way that they involve limited length of utterances. The following

are some examples of assessing responsive speaking.
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Test takers hear:
1. What do you think about the weather today?
2. What do you like about the English language?
3. Why did you choose your academic rnajor?
4. What kind of strategies have you used to help you learn English?
5. a. Have you ever been to the United States before?
b. What other countries have you visited?
c. Why did you go there? What did you like best about it?
d. If you could go back, what would you like to do or see?
e. What country would you like to visit next, and why?

Test takers respond with a few sentences at most.

Aanluszaunisinuuunanavauesinidudoiunuuudesnisteya nanafe
Haovazilemalunslvidmeuiisianamne Yumsneuaussemany feg1atu “Sguranisi
sgslsthadtouddymmsdaldviarotr” lududSewiionsaeas Aoudnvasinduitey
wnnhrauiidanmaudnevegud fegusimuiidaiansusneoueguda Wy “Asdidond,
arlslunudange” lunseenuuuriniu Sadudesddnfiiandemsuinaaumailuriily
wAgndudsgandndesniciaunsutiluieglussdvle viammdinunmiiandados
mefaunssuuazanindesmalennsalliludannfiorty suduludegiamsiadisy mawd 5

[J [

wanidufauuengesnuladaIunel Iuegiudmeuresmaluded ¢ andaeu Aewi 4

Y

A

Jefeifithvnedufonutinvesiiniud 5 fe

Questions for responsive speaking tend to seek information. The test takers
get a chance to give meaningful responses to questions, e.g., “What are the steps the
government should take to stop deforestation?” In communicative language class, such
questions are more inclined to be used than known-information questions, e.g., “What is
this called in English?” When designing questions, it is thus important that we know why
we ask particular questions. Do we want to gain a general sense of discourse competence
of the test takers? Or do we want to combine both discourse competence and grammatical

competence in the same question? Like question 5 in the above example, situationally
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linked questions are dependent on the answer to question 4. Question 4 thus has a goal of

introducing question 5.

mswmwuﬁﬂﬁé’uﬁuﬁ‘ (Interactive speaking)

Snusziamueansianisdsansinumsyaieadestunisauuuiufduiug Tay
dutrunssuldmevrunenssnitsfasunazgaunu deludiusegrsnmsianisyauuud
Ufdunus

Another category of oral production assessment involves interactive
speaking. It entails relatively long stretches of interactive discourse. The following is an
example of an interactive speaking task.

Avo v

ASAUNEUABNITNHINEDULALH FDUAUNULANUASUNURBNTN waLALTUNT

Y Y

1 !
(% =<

aunwiuseluimumauwazdds aniu nsaumngenntuiinmdliineiladnseunila Agnli

AZWUUANTIENTTNAIINTUSEEY WU suaNgndedlunseenidesvielusulbieinsal n1sld

[ '3

AFNT AIUARBILARIIUNITIA AUMINZANNISI U LaEdPILALAUTAUUSUR N3

e

Funulegas uazudusnnudla

An interview is when a test administrator and a test taker have a direct face-
to-face exchange, and proceed with questions and directives. After that, the conversation,
which may be tape-recorded for relistening, is scored on a list of rubrics, e.g., accuracy in
pronunciation or grammar, vocabulary usage, fluency, sociolinguistic and pragmatic

appropriateness, task completion, and even comprehension.

Michael Canale (1984) LAUBNTBUNITNAABUAIUNITNA LALAUBIN HADUIY
wanseenldffigndnsdunivall 4 tumaudsd

Michael Canale (1984) proposed a framework for testing oral proficiency. He
suggested that the test takers could perform their best if the interview has the following

four steps:

1) gunTed faunwalinuluazeaeulizanaaieing wazudsguiuuns

Funwallvinsiu lfinsiueekuuludumnauil FaRunatUseanumnilani
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1) Warm-up. For about one minute, the interviewer introduces the test taker
to the interview format, and helps reduce the test anxiety. No scoring takes place in this

phase.

2) naaeuseAy fauauainumaniliiaeunsusegiustlnuagnihiinaiain
1o dhandeyanui daevegluszivlnsziuvils Aoruvesidunivalfegnerewiuduindaouls
agaeutun 93¢ orufneanuuualiialiensal nslEmdny uaz/vietadmaniviues
Feaa 1y msldanin nwimnanis/lddunisnts Wudu duddudmanemeidazgnls
azwuulutunouil

2) Level check. The interviewer asks the test taker with predicted forms and
functions. If the information such as grades, or other data shows that the test taker is at
one particular level, the questions will seek to confirm that the test taker is really at the
specified level. Questions are usually designed so as to assess grammar, vocabulary usage,
and/or sociolinguistic factors such as language for politeness, and formal/informal language.

These target criteria are scored in this phase.

3) 1992an Fnunagdnvmedaeuliludessiuiigaiignvesmuannsngaey
Mmauenadudeulunifiniw waz/mioanadudeuluniusnuriontuniifeddnou Tuseiu
afvEne fannanzdneraifieaudinfaeudeddidwinielonsaiiigaduinidannly Tu
ssualivisamgs AonuanzdnenavslifasunaninnuAndiuvdeUssiiua yaneiRefusud
aiin a3 0 S eneumauiiinnududeu nsnevausmeauIzdneivliarwuuld uie
o19vzlaidesaulamnindaeuliannsofuliofuanududouiinuls

3) Probe. Probe questions challenge the test takers to go to the heights of
their ability. The questions may be complex in terms of language, and/or complex in terms
of cognitive or linguistic demand. At the low levels of proficiency, probe questions might
simply require a higher range of grammar or vocabulary. At the high levels of proficiency,
probe questions will ask the test takers to give an opinion or judgment, to talk about areas

of interest, to give a narrative, or to answer complex questions. Responses to probe

questions may be scored, or ignored if the test takers cannot handle the questions.
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0) wiA3es Tuneugenevesmsdunvaldurisnandug fEunvaionudin
199 ieliaounounans uaglideyaifeatunisussmansuu sunouillavipzuuy

4) Wind-down. This is the final phase of an interview, in which the interviewer
asks easy questions to relax the test taker, and give information as to where and when the

test taker could get the results of the interview. This phase is not scored.

poluidtdudeg19maiudinsu 4 T unauveinisauniual (Brown &
Abeywickrama 2010)
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The following are sample questions for the four stages of an oral interview

(Brown & Abeywickrama 2010).

1. Warm-up:
How are you?
What’s your narme?
What city/town are you from?

Let me tell you about this interview.

2. Level check:
How long have you been in this country/city?
Tell me about your family.
What are your hobbies or interests?

Why do you like your hobby/interest?

3. Probe:
What are your goals for learning English in this program?
What is your opinion of [a recent headline news event]?
If you could redo your education all over again, what would you do differently?

What career advice would you give to your younger friends?

4. Wind-down:
Did you feel okay about this interview?
What are your plans for [the weekend, the rest of today, the future]?
You’ll get your results from this.interview [tornorrow, next week].

Do you have any questions you want to ask me?
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ATSWALUUNI19219 (Extensive speaking)

MInARUUAIYaAnTesiuIIunsIuitudeuLariinimen Shildnvasidu
wuumsgaauier Tefinslimeudulihnntn delufiduegnenisanisyauuuniiannng

Extensive speaking tasks entail complex and long stretches of discourse.
They are often monologues, with little verbal interaction. The following is an example of

an extensive speaking task.

Tuwanadgnisuaznisusznevendn WuunAfideadimsdnavesisa dndu
mswatiaus uuuemsasaaeuduaissdeundlumsinuarlizuuy Jsiiaetesdusynoy
vdn loun Womn uarmsaeans seluifushegranuusienisnsindeudmsunmsiiauaseay

In academic and professional contexts, it is normal there to be oral
presentations. A checklist is a usual tool for assessing and scoring, which has two main
components: content and delivery. The following is an example of a checklist for oral

presentation.



109

Evaluation of oral presentation
Assign a number to each box according to your assessment of the various aspects

of the speaker’s presentation.

3 Excellent 2 Good
1 Fair 0 Poor
Content:

|:| The purpose or objective of the presentation was accomplished.

|:| The introduction was lively and got my attention.

|:| The main idea or point was clearly stated toward the beginning.

|:| The supporting points were clearly expressed and supported well by facts.

|:| The conclusion restated the main idea or purpose.

Delivery:

|:| The speaker used gestures and body language well.

|:| The speaker maintained eye contact with the audience.

|:| The speaker used notes (and did not read a script verbatim).

|:| The speaker’s language was natural and fluent.

|:| The speaker’s volume of speech was appropriate.

|:| The speaker’s rate of speech was appropriate.

|:| The speaker’s pronunciation was clear and comprehensible.

|:| The speaker’s grarmnmar was correct and didn’t prevent understandinsg.
|:| The speaker used visual aids, handouts, etc. effectively.

|:| The speaker showed enthusiasm and interest.

|:| (If appropriate) The speaker responded to audience guestions well.
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5.6 Yinwedagiinweanlun1sa1u (Micro- and Macroskills of Reading)

o o

Tun1s91u Msiasuvinwzine e dudsdfdmsunisussdiuauaIuis

o

Tunisenu deludiduinuegesuasinuendn Brown & Abeywickrama 2010: 227) fienaléilu

[

MoUSTAIALUNITUTLIUNTEIULNDANULTNLD

9

In reading, considering related skills is important for assessing reading ability.
The following are microskills and macroskills (Brown & Abeywickrama 2010: 227) that could

be used for objectives of assessing reading comprehension:

Yinweeay

1) wenueznilednuse (Hvnes yaddnwsiivsznevundundiedes) Aunnsing

Auld Lazuenuezszuunsagnaaitlunmwsing el
2) n3ssdernuitiinueinsiulupuvsessvevduld
3) Uszananatoanufideuanlfegaiuseannm
4) wenuezATduwnus AN wagAnUAIRUALaEALEAE IR UATLA

5) wenuezatnvasAmishieInsal (AL AINTET “18%) SEUUAINE (19U N8 A3

v o a o & ¢ 1
AuA1NTe1nILUTEs Msvindunymat) guuuusie ng wazlay
6) ugnuerledn mnuminenilionaivareunshiensaliiiansesnla

7) weNWeLANToUIUTIUNTSUN LT UT UL WATLYNLELUNUINYBIALTY aulu

AT TEI e sEluAsNge
Vinwevian

8) uenuezvuulsulunudsu uazanudAyvosruUlsntulunia

[
=

9) WENLIENTNNNINTHRANTVRTANUITEUTY YuegiugUwuutasiUvaney

10) ayxuuIunilddaau lnen1snseduldiAnsimisaiudn (schemata - 14

ANUITOUM)
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11) auHUAMLLYBNTEY INWANTITATIUTIENY DUNTUAUNALAZRATNG LavUos
wANduius wu larundn lapnuasy eyalvd deyaiin nsasusw

LAYNISENAIDYY
12) WENLELAMUMLEANNAIBNYT WazANNRUIEWRINYINULA

13) UDIMIAINDDITITANUTUNIZNITAUSTTY waziufanuluuSUNLA1S19

NANUAALDIINUFTIY (cultural schemata) 1o

14) Wawwaglinaizluniseu W 1151 ToYA N1581UBENY
A3179 NTUBIMANTRUTUTEAUTIUNTIN NITIAIAILUNIEVDIAIAINUIUN
N15NTEH ULA 131N NANUAAG11TUNITAAIIUYBAIIY (schemata for

interpretation) 19

Microskills

1) Discriminate among distinctive letters and letter combinations, and

orthographic patterns

2) Retain chunks of the English language of differing lengths in short-term

memory
3) Process pieces of writing at an efficient rate of speed

4) Recognize a core of words, and interpret patterns of word order and their
significance
5) Recognize grammatical word classes (nouns, adjectives, etc.), systems (e.g.,

tense, agreement, pluralization), patterns, rules, and elliptical forms

6) Recognize that different grammatical forms can express a particular

meaning

7) Recognize cohesive devices used in written discourse, and their role in

indicating relationship between and among clauses
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Macroskills

8) Recognize the rhetorical traditions of written texts and their significance

for interpretation

9) Recognize the communicative functions of discourse in writing, in

accordance with form and purpose

10) Infer implicit context by activating schemata (i.e., using background

knowledge)

11) Infer links and connections between events from given ideas, events,
etc., infer causes and effects, and detect relations such as main idea,
supporting idea, given information, new information, generalization and

exemplification
12) Differentiate between literal and implied meanings

13) Identify culturally specific references and interpret them in a context of

appropriate cultural schemata

14) Develop and use reading strategies, e.g., skimming and scanning,
detecting discourse markers, making a guess about meaning of unknown

words from context, and activating schemata for interpretation

5.7 N592NARUVTUNUNSUTUAUNAAIUN1581U (Designing Reading Assessment
Tasks)
TunsimanuaIusalunisau Liﬁ:ﬁﬂgimmsﬁﬂwmiéﬂuwﬁﬁumi‘vyjm ay/

=) a o A ] dy 4 1o ) £ 4 Y v
W39 Y ueansnaznuludiui E‘ULLUUSU’EJ?{EJUM@’]EJEULLUUIN"U’]LﬂUW@QNﬁNNﬁWULﬂJ’mUﬂ’]i‘WQ

¥ v
Y]

N13NANTEN15 8 (Brown & Abeywickrama 2010) Medinseisiarunsaldsiuvudeasunuy
Weonmau wieldlumsinauannsaniiniseu luidell 1s1agafegrestunumunisem laun

N581UKUUSU (perceptive reading) TUauian15e1uLuUNI19N (extensive reading)
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In assessing reading ability, we often integrate reading skills with speaking
and/or writing. But as it will be shown in this part, several item formats for reading do not
have to integrate with listening, speaking, or even writing. This is so because we can use
selected-response item formats to assess reading ability. In this part, we will see some
examples of item formats for assessing reading, ranging from perceptive reading to extensive

reading.

n'ﬁai'ml,wu%’ufaf (Perceptive reading)

o

TududulariugIuueINIseIuMefdesdie nMstenuuzdydnvaliidudidnusle

U Aa 6 =<

woARBEAIRUN IR MANNanl SulUTuATeMUIEITTANEY A1A19Y AUABAARDINUTENING

[ (% (%
%

gnvszuazides udu Junulussauifalinbenin Fuauinide dissumdseglutudunes

[
a (%

1 a ¥ e % 1 &
mimuaam%ul@ malﬂumumamwawumﬂuwmu

At the fundamental level of reading a foreign language are recognition of the
alphabet, differentiation of capital and lowercase letters, punctuation, and phoneme-
grapheme correspondences. The tasks at this level are often called literacy tasks, suggesting

that the learners are in the early stage of becoming literate.

Test takers read:* Circle S for same and D for different
1. bet bed S D
2. let let S D
3. beat  bet S D
4. too to S D

*In the case of learners at a very low level, the teacher or test administrator reads

directions.
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N1581ULUULEaNa1U (Selective reading)

! A ! 1 v ! o w L3
N1581ukUULEaNg Uy SLUR U URUUTRIN1WT (formal aspects) vy ANANYI

1810501 kAL IUTIUNTTUUNEIU NNTTANAUTLLANTTINDIP WA NA8AUTNSINIINISNAFDU

% L3 A (% 13

Adnvuazliennsal isiluanudusds Amdwinaghensaliduiiosuasluuuinsldifioussy

Qe

¥
v a

= o P ! a 1 &z Y 1 Iy v o 6 L4
NSUARAIDBNTIVINWENIERD e We 81U VYUY G]@bLiJULUUG]’J’EJEJ'N"Uu\‘i’]UW'TL!ﬂ']ﬂW‘VILLaS‘l’JEJ’]ﬂim

VOIANUAILNTLUNTEY

Selective reading involves formal aspects of language, e.g., vocabulary,
grammar and some discourse features. Assessing selective reading covers what many call
testing vocabulary and grammar, despite the fact that vocabulary and grammar are simply
the forms which we employ to perform all the four skills of listening, speaking, reading and

writing. The following are some example tasks of vocabulary and grammar for reading ability.

1. John: Do you like wine?
Mary: No,lcan't it
A. feel
B. hate
C. prefer
D. stand

2. John: Do you have a jacket like this?
Jack:  Yes, mineis __ yours.
A. as same as
B. so same as
C. the same as

D. the same like
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v ¢

N1581UUUTUAFUNUS (Interactive reading)

o

v
£y s A a

FUUNITB ULV UL UL AU US 1T 0 UT UITUNITBIULUULABNE U AN

(% (%
¥ (% £y (% [ £

nnUsrasAdunssuluuLazAIIvInY nTetuduumM s ukuuivjduiusasiduninuning
11NN wazdin13UTELIANALUUUNAIATN (top-down processing) 11nnIuantey sIueld
FoAufienIndn wiunll wiegulsznevdunagianududounnnniime deluiiluiieg1aues

v
[ v 6

Fununmseuwuuiufauius

Interactive reading tasks are like selective reading tasks, because both have
objectives that are form-focused and meaning-focused. However, interactive reading tasks
focus more on meaning, and are more inclined to top-down processing and longer texts.
Graphs, other graphics, and charts might be more complex in terms of their format than

those used in selective reading tasks. The following is an example of an interactive reading

task.
The recognition that one’s feelings (1)~ happiness (2)  unhappiness can
coexist much like love and hate (3)  a close relationship may offer valuable
clues (4)  how to lead a happier life. It suggests, (5)  example, that
changing (6) _  avoiding things that make you miserable may well make you less
miserable (7Y _2*.  probably no happier.

Tusegat1evuRatoaaukuulaay 33n15auA T URUUAUAIUA NBULLANIEVDY
Yooy (rational deletion - test spec-determined) lngludaegnail Aaugnaenuuulmdud

o aa A @ [ o a
UNUNWAZAEUSIY WM Iaukuvduiu msaunnidnad ((aeuni 7+2)

In the above example is a cloze test. The method of deletion is rational

deletion, which is to delete words as predetermined in the test spec. In this example, it is
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prepositions and conjunctions that are deleted. Other methods for deletion include every

7" word being deleted (normally 7+2 words).

N1581ULUUNI9VR19 (Extensive reading)

Fununseuuun gt stunssuderuiiivunes Wy unay
Tuan3815391n15 UnALIWIRe1 Tenudanaile edy wazndde Wudu nsenudeninu
Lﬁdﬁﬁﬁﬂﬁﬁ;mLﬁuagjﬁm’]wmammdw@hgmwu LagiiniAgatosiumsUszinanaLuUIINULaY
de seluilifusodsunumssunuuniiewns

Extensive reading tasks involve reading a long text, such as journal articles,
longer essays, technical reports, short stories, and books. Reading such texts usually focuses
on meaning, rather than form, and often involves top-down processing. The following is an

example of an extensive reading task.

® What is the main idea of this text?

® What is the author’s purpose in writing the text?

® What kind of writing Is this (newspaper article, manual, novel, etc.)?
® What type of writing is this (expository, technical, narrative, etc.)?

® How easy or difficult do you think this text will be?

® \What do you think you will learn from the text?

® How useful.will the text be for your (profession, academic needs, interests)?

ludeg1atnsuy Fuaumduniseruwuudu nmsinfnsslunsaunde aausiu
1% =4 v Y O ° Y I oA
Jaaunilawuudiy nasndunaeumauluduau lngeransuiuivuiinuamiaiduwuy

TaiuuTuagivusun nseudnwasldniivsslevinseionsldinisefusglutus ey viems

g1ueg1vazideafiazauun ey dnsnadeundugnisseudaduuin (positive washback)
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[ '

& a v A v Yy a v a A Y = a &
UBNIINUY LW?W%SUUQWU?WV]BUL{]']VNWEJ‘VW]'ENﬂ']{hﬁaLiﬁuuﬂjqﬂmﬂizﬂﬁaﬂwaqu PUUIIANIIWUY

ANUANINDSY (authentic) Ae

In the above example, the task is to skim a reading. The assessment is
straightforward: The test takers skim the text and answer the questions orally or in writing,
depending on the context. Skimming like this is often useful in that it can lead a class
discussion or a careful reading that may follow. So, washback effects towards the learning
is positive. Moreover, because the skimming task reflects the goal in which the test takers

understand the reading, the task is authentic too.

5.8 Vinwedagvinweran lun15Wew (Micro- and Macroskills of Writing)
lumsi@eu mMsiansaineeineteadudedddmsumsusafiuanuaansa
Tumsileu seluillduinuedesuaginwendn (Brown & Abeywickrama 2010: 262) fionaldidu

[

TnaUsrasRlunsUsTEiuUNSIeu

9

In writing, considering related skills is important for assessing writing ability.
The following are microskills and macroskills (Brown & Abeywickrama 2010: 262) that could

be used for objectives of assessing writing ability.

inwstoy

1) WeudnuszuarsULuuNsaznamlunwdsngy
2) BoushednsmnuiEnsiszansam

3) Weumdnwinanuagldzuwuuaduamlamngay

4) Tlaensal (Wu n1a M3tunIenuUsesu msvindugunyma) JUluy was

ngeineg leeenamungay

5) Toguuuuliensaiisneiu edenrumanenilan
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6) TFndauluTaunssumsdou

NNYENAN

7) I5Usuumsisesdesnosdn wazvuulenlunudeu
8) Weudoansliegrumnzaunutinie

9) IgieunazATausEiamansal wavdeanslanuman lamnuses deya

Tyiuasdoyanioguas nsagusiu wasnsendieg1ale
10) UgnUgrIENINANUMINERNMSnYIuazAuinglae e luvusdeula

11) Weudadanilanuamiznisiausssulunueula

12) WawagldnadslunsWion wu n1sussliunisinnuvesdeuliegiegneies
nsldiasesdlenaunisilisn n1siWiguegrinaadnadiluaduinausn msldnig
WTNNITTLAEAIANUVLIEmEY N15YeTeYRdETIBUNTUIININOUTINTULAY

faou waznsliteyaagiiounduiiionisinanuazmsusuud
Microskills
1) Produce English graphemes and orthographic patterns
2) Produce writing at an efficient rate of speed

3) Produce an acceptable core of words and use appropriate patterns of

word order.

4) Use ‘appropriate —grammatical systems (e.g., tense, agreement,

pluralization), patterns, and rules
5) Use different grammatical forms to convey a particular meaning
6) Employ cohesive devices in written discourse

Macroskills
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7) Use rhetorical forms and conventions of written discourse

8) Use the communicative functions of written texts appropriately, according

to form and purpose

9) Accomplish links and connections between events, and use relations such
as main idea, supporting idea, new information, given information,

generalization, and exemplification
10) Differentiate between literal and implied meanings in writing
11) Use culturally specific references in written texts

12) Develop and use writing strategies, such as assessing the reader’s
interpretation accurately, employing prewriting devices, writing in the first
drafts with fluency, using synonyms and paraphrases, asking for peer and

instructor feedback, and using feedback for revising and editing

5.9 NM159BNRUUTUIIUNMSUsEiuNadunsTey (Designing Writing Assessment
Tasks)

Tun1sTnAIUEILIT0EI@1TA28ATIUEY 1517 INTIVUTLLANYBIN1EN (genre)
Wealdimunusunuasdvaneveimsinldegadaan sutasdems uUsTLanYenis

Weu Welanuluresn siauinsileuazlignszylaagegndas (Brown & Abeywickrama

2010) slUTTufI9819989T U UNI TR USILUNANLUTLLANUDINULY B

In assessing writing production, we need to know the genre so that we could
determine the context and purpose of the assessment clearly. Moreover, we need to know
types of writing, so that stages of writing development can be determined correctly (Brown
& Abeywickrama 2010). The following are some examples of writing assessment tasks

according to the types of writing.
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N15L8UAY (Imitative writing)

(%
Y 1

Uagtiunwdangugnaeuliiudiseuisuderydates Fadusesiaulaiagsios

Y

[V Y al aal a v v 0 =) [ X o o 1 [ a
pllel QLi‘EJ‘U‘V]iTU’Jﬁﬂ'ﬁL%Bu@ﬁ@ﬂﬁiiiuu%i@lll G]@lﬂULUUW’J@Fﬂ\‘lﬂ?i’)ﬂﬂ’ﬁlfﬂﬂuﬁﬂu

At present, English is taught to young learners. It is thus interesting to assesss
if they know how to write Roman letters. The following is an example of imitative writing

assessment.

Test takers hear:
Write the missing word in each blank. Below the story is a list of words to choose

from.

Have you ever visited San Francisca? It is a very nice city. It is cool in the summer
and warm in the winter. | like the cable cars and bridges.

Test takers see:

Have  evervisited San Francisco? It~ averynicecity. ltis  in
summerand  inthewinter.|  the cable cars _ bridges.

is youl cool city

like and warm the

lufregrefiuautnauy msvenan (dictation) dwausauiutennuninisau
Amoutned Maveaeulvisiedediiveluiidasuazdeadonuudiy iwmngvesnismageuiuull

Lildeginsnaseunisaznadl ynusegin1sinley
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In the example above, dictation is combined with a written script which has
a frequent deletion ratio. The testing gives a list of missing words that the test taker has to

choose from. The purpose of this test is not to assess spelling, but to give a writing practice.

nsifsuwuudndy ($in13AuAN) Intensive (controlled) writing

madeutuillugdedninanaluizendn nMs@euuuuinisnivay 339399 waaf
AoNSWURUULEUIUWUY Msleudahiensal Msensileuwuuiinisi (guided writing) HlSeu
Woudanun1w1duu ienansadniogludshioinsal Adnd wsenisuaslselon undla

Fndudesdsuodonununelunisdealsag1anasa

Writing in this level is called by teacher training manuals as controlled writing.
It is in fact form-focused writing, srammar writing, or guided writing. The test takers produce
writing in order to show their competence in terms of grammar, vocabulary, or sentence

formation, rather than actually conveying meaning for a communicative purpose.

Test takers read:

Put the words below into a possible order to make a grammatical sentence:
1. cold / winter / is / weather / the / in / the

2. studying / what / you / are

Test takers write:

1. The weather is cold in the winter. (or) In the winter the weather is cold.

2. What are you studying?

(%

Tudhegnagunudnauu gaeusesiesdiiiiulseleafigndes wliindunuguiioz
Lufimuanads (authentic) wntin uwifdelddtinauainsalunisdeusazenanaalaininges

ngbensallunisisead
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In the above example, the test takers have to rearrange the words into a
correct sentence. Even though the task is not really authentic, it taps into writing ability and

the grammatical rule for word ordering.

5Ll uLNanauduad (Responsive writing)

lun1sWeuiienauaues gaeuaziidaszunduilaiguivlunsfsuluuidutduy

naAe Hasuausalsuwuuaswasidlivatsuuulunisnevaussselang dasvannsald

A d‘ o v 3 L4 [ o A ¥ o v ¥ = (4 a &

madenluzesddw hensal uaziaunssu lneliReulunietednindie Fanaeinsuseidun

isuilisesiaunssuwazvuullonlunisileuvedlassainwesdeninidiun wsevuuieuveanis
- | DY) =~ A Y & ) =~ =

Wongenti sy Uselanvesnuilguiliedtasniay :180uuady n1silgunauausimalios

=) A [ 4
NIDUNANUNDU LUUAY

In responsive writing, the tasks give the test takers more possibilities of
responding to the tasks, when compared with intensive writing. The test takers can be
creative in using vocabulary, gsrammar, and discourse, with some constraints and conditions.
As for criteria, discourse and rhetorical conventions begin to apply to the paragraph
structure and to connecting paragraphs. The genres of texts typically involved include short

reports, and responses to the reading of a story or an article.

. [ < IS ~ =~
N3 WU (paraphrasing) AALUUNIIUHULNOADUAUBITULUUNUI N1TWITN
s dunilsluiSesnend wiudeu nsdeudiuusndeutugianudIiyroInIs TNy &
= a ' Y] ° = A A A = ~
AABNITNANIUNFIAIWAINAVDINULEY INBVANAEINITADNAYUNAIU WaziiaLiaA21Y
1aNNNA8 UM LANIDDNHILIUEY TUANT AL BUUNITNITUNTUADILLUITNITAIAINUNLEN

A =) ¥ LY [ [ LY ! d' LY 3 o o ¢ & a
WLDUNIDAA SN U UUTLLAUNRN FIULTBIIIUNTTN ‘l’JiJ’miiu LAZANANLUULIDITOY

Paraphrasing is a format of responsive writing. It is one of the difficulties to

teach to the learners. The first step to teach paraphrasing is to highlight its importance:
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saying something in their own words to avoid plagiarizing and to add variation in expression.
In scoring paraphrasing, the test takers should be aware that retaining similarity in terms of

meaning is primary, and discourse, grammar, and vocabulary are secondary.

N1SLUYUBUUND9U219 (Extensive writing)

AN YULUUNINTINE N3N EUD AL ITNANNITHALWUINIININUAVDINT
Weuiionauauad el sududaninuneniduuin @iy 158921y udeulsedinia s1897u

U531797 wagdneninus Tumsfiouiuuninemine gaeuenalasudaszuindwuludn wu 1den

v A

W5030e MUuAAINETIEY BanuwuUdlnanITRsues viieulusvuulledlunisdaguuuuies Tu
&

& = = v a a ° v v o v Y] I3
VUU ﬂg]Li’eNmilfUEJ‘iﬂ,‘ViaJﬂizﬁ%ﬁwammmgﬂmmﬂﬁﬂmﬂQ‘M:ﬂﬂ LLa%EﬂLSUEJUV]SLSUﬂWU']@QﬂﬂULTJu

ATideINgnAINNIIInasuLInsgIuLREIRUN sl Sing wlun e

Y

Extensive writing or free writing puts all the guidelines and principles of
responsive writing into practice. The texts written are much longer, e.g., essays, project
reports, term papers, and dissertations and theses. The test takers may obtain even more
freedom in choosing the topics, determining the length, designing the writing style, and
even designing the formatting conventions. In this stage of writing, all the rules for effective
writing can be put into practice. Second language users are also expected to follow the

same standards as those who are native speakers of English.
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5.10 Exercise

1. Which of the following is true?

A. Four language skills tend to be used separately.

B. Triangulation should not be used in competence assessment because of its
complexity.

C. We assess competence by observing performance.

D. We can assess grammar and vocabulary separately from the four language skills.

2. Which of the following is NOT a listening skill?

A. discriminate among distinctive sounds of English

B. infer situations and goals using real-world knowledge
C. process speech at different rates of delivery

D. produce English phonemes and allophones

3. Which steps of testing oral proficiency is compulsory in scoring?
A. level check B. probe

C. warm-up D. wind-down

4. Which of the following is NOT a level of task formats for assessing reading?
A. extensive reading B. imitative reading

C. perceptive reading D. selective reading
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5. Which task has high authenticity?

A. an imitative speaking task of minimal pairs

B. asking about the main idea in an extensive reading task
C. rational cloze testing on function words

D. unscrambling words into sentences

'g°6°g P Ve dC DT A Ismsuy
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Chapter 6 Item Analysis and Test Statistics

Tuunit 5 lananfansininuenieniwvsdvinuede W we 81w wasleu Tuun

HaznaniimsieTzidodaunazuunndgay uagadavedounldiuuses lnsanulunisuiiaus

[

N

2
=D

6.1 \WWMNN8989N15AT 1LY BdB U

6.2 NMTBATIER VAR UAMTUNINAGEUKUUBINGY
6.3 N1IATILNTBABUFINSUNSNAABULUUDIND
6.4 uUsvavisanduiusnosdlufisua

6.5 NTIATILNUTLANDN N8I 1A

6.6 NMTIATILIAIAILLTES
In Chapter 5, assessing the four language skills is dealt with. In this chapter,
item analysis and test statistics that are used often will be dealt with. The order of

presentation is as follows:

6.1 Purpose of item analysis

6.2 Iltem analysis for norm-referenced tests
6.3 Item analysis for criterion-referenced tests
6.4 Point-biserial correlation coefficients

6.5 Distractor efficiency analysis

6.6 Reliability analysis

6.1 WmN18URIN15ILATIZiUaEaU (Purpose of Item Analysis)
ﬂ']i%Lﬂi']%ﬁ‘ﬁ@ﬁ@‘ULﬂUﬁUWQUWﬁﬂUﬂizUUUﬂ'ﬁﬁ@u’]LL‘U‘Ua@‘U ﬂi%U'JUﬂ']iﬁwu’]

wuuaauITunaUnan® (Brown 2016: 63) Al
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(1) istessuuazviateseutiinueeuinaunn fazhlueglunuuasy

(2) Tpziteanusgasednse s Wieliudlei feaeuidoumfuaz iy

(3) naaeutoaeulngldfiSounguiidnvazmilounguilminefiazdesideasy
Tuanmnsalfiugnind nsmaaeudeseuiifionislideasuidundausn

(4) ATIzviNaveInIsNadeuTedeu asldmalinn1siiasizvidegaeu alla
dmummaaeunuudenguaznaniduinded 6.2 duumaiadviunis
npauLUUBLNuIiaEnaddluided 6.3

(5) \BendoaeuiiiiuszAnsuaunniianuasiisdoaeuitldfiuszaniua i olwls
hesTukuudeuiidunsEiunwariuszaninania

We analyze items as a step in the test development process. A test

development process (Brown 2016: 63) is as follows:

(1) Assemble a relatively large number of items and item types that you
wish to include in your test.

(2) Analyze the items carefully, to ensure the items are clear and well-
written.

(3) Pilot the items using the group of students that are comparable to the
target students. In less desirable circumstances, the pilot testing is the
first operational test administration.

(4) Analyze the results of the pilot test administration. Use techniques for
item analysis. The techniques for norm-referenced tests will be discussed
in Section 6.2. The techniques for criterion-referenced tests will be
discussed in Section 6.3.

(5) Choose the items that are the most effective and discard the items that
are ineffective. This will result in a shorter and more effective test

version.
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6.2 N1331AF1LNTRHBUFIMTUNIINAFRULUUBINA Y (ltem Analysis for Norm-

referenced Tests)
WhmnevesmanaaeunuudangulaeinlueiiienszanegiSousenuudusieilos
(continuurn) 289AINATaNIIN1W TnsunFifiavinisdeduladiesdumuadn ainsamn
wiatnsiuiouddusou adndeaoudildussldun ArAnuen warA18IIFILA (Brown
2016)
The general purpose of norm-referenced tests is to spread the learners out
along a continuum of language ability, normally for making aptitude, proficiency, or

placement decisions. Item statistics that are used often are item facility and item

discrimination (Brown 2016).

A1A1u81n (Item facility - IF)

A1IRNEINARdRAIUI UL ISURne uTaaeuTonilen Iaetegndes wu ity

a VY a

Yaaeutevids dfiTeu 40 AN 50 AURBUTRABUTRIgNADY dRdiudnuiugiSsuinautedaute

Y

% 1

fgndeainiu 40/50 = 0.8 ArAueINil 0.8 Fsvnearuin 80% vesriFounsudoasutetiy
gndes Fsfivnearuineindedeudetine Tugui 6.1 uansismafuinmanuenisvils leld
TUsunsuasndn Excel® dmsutoaoutod 1 lushodagadeyaids 1 fawihdudneufigndes
uay 0 whufnoufian sl Tuwadl C21 Aeneuendeaeudeusnlugadeya Ae 0.94 Te
gnsAuIMLAnIogTilvadl B21 J3iRe —AVERAGE(C2:C19) ilugaddslilusunsumaiadsnes
AruLURIUAIEaT C2 Fa C19 AANLEINTvINasey s 0.3 f4 0.7

ltem facility (IF) is the proportion of students who can answer a particular
test item correctly. For example, in one particular item, 40 students out of 50 students can
answer this item correctly. The proportion will be 40/50 = 0.8. The IF of 0.8 thus means
that 80% of the students can answer that particular item correctly, and so the item is easy.
In Figure 6.1, how to calculate IF by using the spreadsheet program Excel® is shown for
item 1, in cell C21. The answer 1 is a correct answer, and the answer 0 is an incorrect
answer. The formula, =AVERAGE(C2:C19) is shown in cell B21, in which the average is sought
from cell C2 to cell C19 for item 1. Appropriate IFs range from 0.3 to 0.7.
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H - = Excel figure for book - Excel Kunlaphak
File Home  Insert Page layout Formulas Data Review View  Help Q Tell me what you wa
c21 - [N J =AVERAGE(C2:C19)
| A B C D E || F G H | 1 5]
1 STUDENT Item1 Item2 Item3 Item4 Item5 Item6 etc. Total
2 |Sangworn 1 i 0 i 1 1 etc. 77
3 Somwang 1 1 0 1 1 1 etc. 75
4 Jirada 1 1 0 1 i 1 etc. 72
5 Kornwipa 1 1 0 1 1 1 etc. 72
6 |Karnjana 1 1 0 1 0 0 etc. 70
7
8 |Jinda 1 1 0 1 0 1 etc. 70
S |Anchalee 1 1 0 0 i 1 etc. 69
10 |Sirin 1 i 0 0 1 0 etc. 69
11 Butsakorn 1 1 0 1 0 1 etc. 69
12 Jitpanat 1 1 0 0 0 1 etc. 69
13 Manta 1 1 0 i 0 1 etc. 68
14
15 Arnon 1 1 0 0 0 1 ete. 68
16 Thidapern 1 1 0 0 0 0 etc. 67
17 |Nipapat 1 1 0 0 0 0 etc. 64
18 Thanatcha 1 1 0 0 0 0 etc. 61
19 [Kamorn 0 i 0 0 0 0 etc. 61
20 Formulas for Item 1
21 |IF =Average(C2:C19) | 0.94_| 1.00 0.00 050 038 0.63
22 \IFupper  =Average(C2:C6) 1.00 1.00 0.00 i00 0.80 0.80
23 |IFlower  =Average(C15:C19) 0.80 1.00 0.00 0.00 0.00 0.20
24 | ID =C22-C23 0.20 0.00 0.00 100 0.80 0.60
25 Keepers ¥ ® * *
26 |

gﬂﬁ 6.1 3Lﬂsﬂzﬁ°ﬁ'ﬂaamwuﬁﬁﬂ§ju (Norm-referenced item analysis)

A121U1331UN (Item discrimination — ID)

A91U1TILUNABN TN oARULARZU DA IR NI ZHARUNT AU T0EN
panangapuiidanuaiunsanld lugua 6.1 nsewraniuainnisidavuuusiy (raduy J)
wonuezRaeuaulaegnaugasiaauaulaegnaunl lngvisaaanguaisidnuiuiing fu uasi

FununguarUsznamiduaiuvessiviudaeuioiun antufduuaANeINveInguEs g

[V

dmiude 1 TdgmsAuin =AVERAGE(C2:C6) Aanansluuniil 22 21011 A1UINAIAIINEINTDS

o o v

naumdmsude 1 Tngldgnsuins ~AVERAGE(C15:C19) fauandluunit 23 Woldrrmnuen

YOIINGUFIMAZNFUA1 AtAINGUEIRURIBAINGUA IFupper — IFlower (=C22-C23) fawandlu

9
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uw0ad 24 Mikadndiduarsrunaduunvesds 1 Wity 0.2 lneiald o lddeaeuiifidraany
gnnzaLLd 1519zdeniiudeaeuiiime e uungeaanou fuanduuniil 25

ltem discrimination (ID) is when each item can discriminate those that have
high proficiency from those that have low proficiency. In Figure 6.1, the calculation begins
with sorting out the test takers using their total scores (column J). They are then arranged
into a high proficiency group, middle proficiency group, and low proficiency group, each of
which has around one third of all the test takers. Then the IF of the high group is calculated
for item 1 using the following formula: =AVERAGE(C2:C6), as displayed in row 22. The IF of
the low group is calculated for item 1 using the following formula: =AVERAGE(C15:C19), as
displayed in row 23. With the IFupper and IFlower ready, the ID of item can be obtained by
substracting IFupper with IFlower, =C22-C23, resulting in 0.2 in row 24. Generally, once we
get items with appropriate difficulty, we select those with the highest ID first from them.

This is shown in row 25.

6.3 N15AATIZNVDHDUAIMSUNITNAGDULUUD LN (Item Analysis for Criterion-

referenced Tests)
Hmnendnvesmsnegeusuudsnasieiieinuinaviewesifudveiem
Tusedvvdendngnanileq igiFousvieannsaild lnsuniiilevhnsdadulalunmsmaasy
AadensSeu lunsvageuanufinmi wielumsianadugrinensisou adfdeasuiildves
loun Adanuuaneng wagawid (Brown 2016)
The main purpose of criterion-referenced tests is to assess the amount or
percent of the material in a particular course or program that students know. This is usually

for decision making in diagnostic tests, in progress tests, or.in achievement tests. Statistics

that are used often include the difference index and the B-index (Brown 2016).

AYUA1ULANGS (Difference index — DI)

ATEANLANANAINAUIAIAIANNYINYDITOFDUTONTL) TUNTNAFDUNAITEY
aumeAIALEINTIIURdauTatulunNIAdaUNaUTIL NaBNTENTs ArdauLAnNAISLERS

ANUMTUTS BAIULANF T IUNTWERNIDDNUDIUDADULAALUDTENINNITNAFDUNDULS S UKAL NS
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NAdeUNEIIEY Mog13aAwInTu Tunsvegeunewsey TKiSeu 10 AuAIN 50 AURBUTRARY
To11 1 lagndes AaueInvesnIsnaaeunauseuludeaautell (IFpretest) 39y 10/50 =

a v oA

0.20 aludeasutaifeniu Ii3eu 45 ALan 50 Ay AuldgnAed AIAINEINVBINITNAABY
wdaSeu (IFposttest) Susiiu 45/50 = 0.90 AvdaTinuuanswestedouted susiniu 0.70
(DI = IFposttest — IFpretest = 0.90 - 0.20 = 0.70) gﬂﬁ 6.2 LAAINITAIUIUAIATLAIINUANATS
vostorouteil

The difference index (DI) is calculated by subtracting an IFposttest with an
IFpretest of the same item. That is, the DI shows the gain or difference of each test item
between a pretest and a posttest. For example, in item 1 of Figure 6.2, 10 out of 50 test

takers answer item 1 correctly in the pretest (IFpretest = 10/50 = 0.2). In the posttest, 45
out of the same 50 test takers answer item 1 correctly (IFposttest = 45/50 = 0.9). The DI of

item 1 equals IFposttest — IFpretest = 0.90 - 0.20 = 0.70.

H 9 v
File Home Insert  Page layout Formulas Data
F2 - Jx 5.7
i A | B wi™ CHR-=ND W[ Eifl FAy
1 | Item IFposttest minus IFpretest equals DI
2 1 0.90 - 0.20 = | 0.70 _|
3| 2 0.20 < 1.00 = -0.80
4 3 0.84 7 0.39 = 0.45
o 4 0.79 a 0.e4 = 0.15
6| 5 0.74 i 0.66 = 0.08
/71 6 0.33 - 0.25 = 0.08
8| 7 0.87 = 0.57 = 0.30
9 8 0.69 ~ 0.34 = 0.35
10| 9 0.62 » 0.31 -3 0.31
11| 10 0.56 g 0.26 = 0.30
'l")_i
“‘U‘ﬁ 6.2 AAs1zvdadaunuudanu (Criterion-referenced item analysis)

La

ad a =~ I o ° A v o A ] .:4'
FONWANTUNKUDUATIDIUTIAATLUN NATIAD ATANYUAINULLANAIIYIFINY IR GL‘UEU"W

Y

6.2 Uo7 1, 3 war 7-10 asiundngnsanindedn 2 uag 4-6 iszllAAvlinuuanm19gandd

Y
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ol 4-6 finuldmnzanmseiidmudindiondntos wiefremduisunn dwde 2 Fedensud
ArauAndIAnay wandliitudn sewinseosaiou 80% vesiFouiineusudsudenuiludedls
\finaeudaily u meulansmeda

Like item discrimination, the higher the value of a DI, the better. In Figure
6.2, items 1, 3 and 7-10 are better related to the curriculum than items 2, and 4-6. This is
so because they have higher DI values. Items 4-6 are not suitable because they have low
DI values and thus only small gains. Item 2, with a negative value, indicates that 80% of the
students who started out knowing the content of this item unlearned the content by the

end of the course.

a4l (B-index)

friidannlnearnuenludeasutenisy vewfaeuiiaeuriiu aussairy
snvasderpudaiinatuesiaeuiideunn duifu duiifuansirdoaeuusastoatuayunisaeunn
vioaourusntesifiedla lusudl 6.3 daouflausuiis 14 auvihdoasudod 1 gndes A1
gndmugiaouniu (Fpass) Fawiiy 14/14 = 1.00 drueuitaounnynaurhieasutoiia

v adA o o

Armendmiugiiaounn (Ffail) Jawiiu 0/6 = 0 aindeyatl duiddmiuded 1 Juitu 1 (6
index = IFpass — IFfail = 1.00 - 0.00 = 1.00)

The B-index is calculated by substracting the item facility of those who pass
the test with the item facility of those who fail the test. So, the B-index shows how well
each item contributes to the pass/fail decisions. In Figure 6.3, those 14 test takers who pass
the test do item 1 correctly, and their item facility (IFpass) is thus 14/14 = 1.00. Those 6 test
takers who fail the test do item 1 incorrectly, and their item facility (IFfail) is thus 0/6 = 0.
With IFpass = 1.00 and IFfail = 0 in hand, the B-index for item 1 is thus 1 (B-index = IFpass

- IFfail = 1.00 - 0.00 = 1.00).
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H - = Excel figure for book - Bxcel Kunlaphak Kongsuwannakul &
File Home Insert Page Layout Formulas Data Review  View Help Q Tell me what you want to do
c24 - Jt | =AVERAGE(C2:C15)
A | B e D E | F | & H | I | 31 | K IL, M N 0o

1 |STUDENT Item1l Item2 Item3 Item4 Item5 Item 6 Item 7 Item 8 Item 9 Item 10Score Percent

2 |Sangworn 1 0 i 1 1 1 il 1 1 1 9 20

3 |Somwang 1 0 b 1 1! 1 i 1 1 1 9 20

4 |Jirada 1 0 b 1 1 1 1 1 1 1 9 90

5 |Kornwipa 1 0 1 1 0 1 1 1 1 1 8 80

6 |Karnjana 1 0 i 1 1 1 1 1 0 1 8 80

7 |Andrew 1 0 i 1 4 0 1 1 1 1 8 80

8 |Jinda 1 0 0 1 1 1 1 1 1 1 8 80

9 |Anchalee 1 0 0 1 1 1 1 1 1 1 8 80

10 |Sirin 1 0 0 1 0 1 il 1 1 1 7 70

11 |Butsakern 1 0 1 2] H 1 1 0 1 0 7 70

12 |Jitpanat 1 0 b ! 1 1 1 0 0 1 7 70

13 |Manta 1 0 0 1 0 1 it 1 i 0 6 60

14 |Arnon 1 0 0 1 1 1 0 1 0 i 6 60

15 |Thidaporn 1 0 0 1 1 1 1 i 0 0 6 60

16 | 60% Cut-Point (for Passing)

17 |Nipapat 0 1 ¥ 1 0 0 1 1 0 0 5 50

18 |Thanatcha 0 1 0 ] 0 1 il 0 0 1 5 50

19 |[Kamorn 0 1 0 1 0 i} 0 0 1 1 5 50

20 |Jason 0 1 b 1 I 1 0 0 0 0 5 50

21 Peerasak 0 1 b 1 0 0 1 0 0 0 4 40

22 |Peter 0 1 0 1 0 0 0 0 0 0 2 20

23 Formulas for Item 1

24 |IFpass =Average(C2:C15) 1.00] 0.00 0.57 1.00 079 0.93 0.93 0.86 071 079 7.57 76 MeanPass
25 |IFfail =Average(C17:C22) 0.00 1.00 0.50 1.00, 017 0.50/ '0.50 0.17 0.17 033 4.33 43 MeanFail
26 | B-index  =C24-C25 1,00 -1.00 0.07 0.00 0.62 043 043 0.69 0.55 045 3.24 32 Pass-Fail

= o v = | . b

JUn 6.3 AUt UlualsATN (Calculating the B-index in a spreadsheet)

Fudnnuwansauazdalgldid odiaeideasulunisnaasuuuudaunasi
Jnefeienisusunideasuldogninsn Tuisasansd Tefldaduiaeanainiull Tnse
Avilauwana1sIzuansItelaliiinduingussasdvesnanansist dwrdsidasuanistin
TaapuusarUaatuayunseduladilasaeunnasurtuunteaiie e

The difference index and the B-index are used for analyzing items in criterion-
referenced tests. The purpose is to revise the items efficiently because areas needing
improvement are identified. In both cases, the items that gain high indices should be kept.
The difference index will tell us how well each of the items fits the objectives of the
curriculum. The B-index will tell us how well each of the items is contributing to the pass/fail

decisions.
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[ 1

@ s & o . . . . . .
6.4 duUsyansandunuswasdludisea (Point-biserial correlation coefficients)
fuUseansandunuswesdludisoaiduanfnldussuruainnuduius seninad

wa v v

wuslunnsTanuuuutygAniinia (dichotomous nominal scale) MLAALDININTTTUYIR AUF
wUslunnasiauuuriay (interval scale) (Brown 2016: 75ff) lugun 6.4 Ameugnde 1 Azuuy
wazAmaUlnAe 0 Avkuy aglugUwuuwntyaAnTinia (natural dichotomous nominal scale)

a

druaziunlupeduirnilogadududslunnsiauuurdntu duuseansanduiusnosdluditea

a

Wusnisuilananunsaldlunseuiuasunaswunvestaaaule

The point-biserial correlation coefficient (r,) is a statistic that is used for
estimating the degree of relationship between a naturally occurring dichotomous nominal
scale and an interval scale (Brown 2016: 75ff.). In Figure 6.4, a correct answer is scored as 1,
and an incorrect answer as 0, both of which are naturally in a dichotomous nominal scale.
In the rightmost column, the scores are in an interval scale. The point-biserial correlation

coefficient is another statistic that can be used for calculating item discrimination.
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H - 5 Excel figure for booK

File Home  Insert  Page layout Formulas  Data Review View Help
D13 - [ e O

) A | B | C D E F
1 STUDENT Item 1 Item 2 Item 3 Item 4, 5, 6, ... Total Score
2 Sangworn 1 0 1 50
3 Somwang 1 0 1 45
4 |Jirada 1 0 1 45
5 Kornwipa 1 0 1 40
6 Karnjana 0 1 1 35
7 Andrew 0 1 1 30
8 Jinda 0 1 1 30
9 |Anchalee 0 1 1 25
10 Mp 45 30 37.5 Total mean 37.5
11 Mg 30 45 0.00 Total SD 8.29
12 | p 0.50 0.50 1.00
13 | g 0.50 0.50| 0.00_|
14 7pp 0.91 -0.91 0.00

gﬂﬁ 6.4 AN r,,; (Calculating the r,y)

TunseuIn r,, dmsusiazde Tildansesil

In calculating r,y,; for each item, use the formula that follows:

M, — M
o = 2

Tnen

v L U o s

a a A
Nobi = AduUsEANSanduiusnassluTiua

(% ]

M, = Awadevesiadedauveissunnoutereutelus gnros

M, = AadsvesisteasurewiFuiinoutoasudetun fn
s, = ehdudnuumnasguvenistedou

p = dndwgBouiineugn @laswalidu 1)

g = dndgBeuiineuiia (@ldsialidu o)

Where:
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roei = point-biserial correlation coefficient

M, = whole-test mean for students who answer the item correctly
M, = whole-test mean for students who answer the item incorrectly
S; = standard deviation for the whole test

p = proportion of students that answer correctly (those coded as 1s)

g = proportion of students that answer incorrectly (those coded as 0s)

Areg1alumsains wu Tutde 1 Tusud 6.4 ARdeveInsuuieuuaauYes

v a a ! ] a & vl a A R
E;JJL EJu‘VlG]@‘UQﬂﬂ@ 45 ALLUUY a']u@nLﬁaEJGU'EN?’]gLL‘L!‘LWNLLUUﬁ@‘UGU@Q%V]W@UN@ﬂ@ 30 AZLUU AAIU

Jgauuinsgiuvesialuudeune 8.29 dadiuveineugnie 0.5 uavdadiuvesnauiafe 0.5

For example, in item 1 in Figure 6.4, the whole-test mean of the students
that get this item right is 45. The whole-test mean of the students that get this item wrong
is 30. The standard deviation of the whole test is 8.29. The proportion of those answering

correctly is 0.5, and the proportion of those answering incorrectly is 0.5.

M, —M 45 — 30 15
Tobi = %,/pq = —555 ¥ (05)(05) = =—-v0.25 = 1.81(0.5) = 0.91

vy Aanduiussendneten 1 AUATIUUTINTIVINAZNNT 0.91 uazdaaaude

[
a o

inssneisuusentudnuusifgfuiuaguuusiy Tudnyaell ArdudssdnSanduiusnossly

€

a a a0 ¥ Y ] Y a 1 dy Y
PLIYAUIVI VBABUVBN 1 ’=ﬂ'1LL‘LlﬂLLEJﬂLLEJS%LiEJUIUﬂQNUI@@

Therefore, the correlation between item 1 and the total score is very high,
at 0.91. This item appears to spread the test takers out in the same way that the total
scores can. In this way, the point-biserial correlation coefficient indicates that item 1 can

discriminate this group of students well.
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a & W | ° [ al' ! a &
@ﬂﬁu@m')@ﬂ’NIUﬂqiﬂquﬁmiﬂLLﬂGU'E] 3 IUE‘U‘V] 6.4 ANLRAAYALLLUUVDINILLUUEADU
vl a ! ! a val a A | N &
ﬂ@ﬂ@jﬂ@]@‘UQﬂﬂ@ 37.5 a'ﬂu@ql’ﬁaFJEU'E]\TF’]SLLUU?JENE‘JJWWBUNWQ'@ 0 a'J‘ULUENLU‘U&I']G]?;@']U"U@QV]QLL‘U‘U

doudinaiu 8.29 dndwitinAnwifineugnfie 1.00 wazdndrutindnyiineudafe 0

Another example for calculation is item 3 in Figure 6.4. The whole-test mean
for those answering correctly is 37.5, and the whole-test mean for those answering
incorrectly is 0. The standard deviation of the whole test is still 8.29. The proportion of

those answering correctly is 1.00, and the proportion of those answering incorrectly is 0.

M, —M 37.5-0

37.5
Topi = ”S— Pq = —5—5—+/(1.00)(0) = 5—-+/0.00 = 4.52(0.00) = 0.00
t . "

v
LY % s 14

AIUU ANEANAUNUSTETNINTDN 3 WATAZWUUSINAD 0 wazdadauTauillanszane

a

Aseueenluludnuusiiedtuiuazuuusin naagndenids don 3 ldldduunduundiSeuas Tu

AsmdwszlddenuwenanduineauserineiuLae

Therefore, the correlation between item 3 and the total scores is 0. The item
does not spread the test takers out in the same way as the total scores. In other words,
item 3 does not discriminate the test takers at all because, in this case, there is not any

variation in terms of the answers.

6.5 N15ATIZHUSLEANSN NV IA2a79 (Distractor Efficiency Analysis)
Tumsiasgivseavsamuessnans Brown 2016) ldgnsiusngluanuuan
anvinevessUil 6.5 Megadu fasuntseanidu 3 nauainazuuuTmienun @lduandlugui
6.5) lawA NgNgs (Sangworn-Karnjana) ngunans (Jinda-Manta) LLasﬂﬁjaJGi;W (Arnon-Kamorn) Tu
Toil 1 Amoufigniesdedaden Afasunguaidendaldon B uileau 9ngasAIuIN

~COUNTIF(B15:819, “B”)/5 Anidusesay 20 vesasungusn Alszdnsainvesdaans B 3¢



138

Wit 0.2 (1/5) Wuwdeaiu dalden C uavdiden D dasungunididenagnisay a1

UszanSnnsialefadu 0.2 Meaeedden

In analyzing distractor efficiency, we use the formulas shown in the last three
rows in Figure 6.5. For example, the test takers can be grouped into three groups based on
their total scores (not shown in the figure), namely the high group (Sangworn-Karnjana), the
middle group (Jinda—Manta), and the low group (Arnon-Kamorn). In item 1, the key is option
A, and one test taker in the low group chooses option B. From the formula
=COUNTIF(B15:B19, “B”)/5, the distractor efficiency for this distractor is thus 0.2 (1/5).
Similarly, option C and option D are chosen each by one test taker in the low group. The

distractor efficiency of these options is thus 0.2.

H ©- = Excel figure for book - Excel

File Home  Insert Page Layout Fermulas Data Review  View Help Q Tell me what you want to do

B22 - f | *a

A B F B D . E
|STUDENT Item 1
|Sangworn A
|Somwang A
|Jirada A
A
A

| Kornwipa
|Karnjana

|Jinda A
|Anchalee A
10 |Sirin A
A
A
A

W oSN n bR W

11 |Butsakorn
12 Jitpanat
13 Manta

15 |Arnon A
16 |Thidaporn A
17 |Nipapat D
18 |Thanatcha C
19 [Kamorn B

22 [*a B C D

23 |High =COUNTIF(B2:B6, "A")/5  =COUNTIF(B2:B6, "B")/5  =COUNTIF(B2:B6, "C")/5  =COUNTIF(B2:B6, "D")/5
24 Middle  =COUNTIF(B8:B13, "A")/6 =COUNTIF(B8:B13, "B")/6 =COUNTIF(B8:B13, "C")/6 =COUNTIF(B8:B13, "D")/6
25 |Low =COUNTIF(B15:B19, "A")/5 =COUNTIF(B15:B19, "B")/5 =COUNTIF(B15:B19, "C")/5 =COUNTIF(B15:B19, "D")/5

gﬂﬁ 6.5 AMUIIUTLANTAINVDIRAY (Calculating distractor efficiency)
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6.6 MIIATILAAIAMUTIES (Reliability Analysis)

Tunsussanaaaudiss fanudsiaunsaldldun nsnageusiewuuasuatiu
iRenaessauLdmAanduTuSsEnnzuuluaessou mslduuuaouiiiieuwh (equivalent
or parallel forms) NAgULEIMAENELTUE ST AzLuUluT do L UUERU was 3 nanuldun
n13AIANARdUAINIsluluvaey TuBaUuR teasvdiulngsieauainnuasdunidn

<

Aelududuuszansanuifiss (Fulcher & Davidson 2007: 106ff.) Anaiiases udndunisin

o

ANAVFUNUSLRAUTEUINTBABU 13DN15IAI1 Tedaulanduniusiuuintseiiedls JAsA Ry

'
a o QQ€ =

Ni9v9AUALAdUAT 9819l5AR FuuszAnSenunginieluldsunansenuaindnuanetade
LY
1) uutelutedsy NSANINUIUTDILRLAIAIULABI LS

2) AuKaINRaNelulTaIAIAINEIN TOADUAITUINLY (U LIWBLANAULAEN

YA UNAAINUYINTAINNAY ANANUTEIILANA

3) NMINILPVBIALUUY D1NGUFIDE1IANUAINITOWINY A LiTin1InTEaeda

Yaanghuulungy AANNEIRTanad

4) 5EAUVBIANULINTDADU TaEaUNTAIAIINLIN 0.5 ALUAIANUALIlauIN

A
e

In estimating reliability, there are three different strategies that can be used
for the purpose. First, correlation can be sought from one test being administered twice.
Second, correlation can be sought from one test and its equivalent or parallel form. Finally,
internal consistency can be sought from one test being administered only once. Most tests,
in practice, report measures of internal consistency as reliability coefficients (Fulcher &
Davidson 2007: 106ff.). The measures, in fact, are simply measures of average inter-item
correlation or those of how well items correlate with one another. However, internal

reliability coefficients can be affected by other factors, namely:
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1) The number of items on the test. Increasing the number of items usually

increases reliability.

2) Variation in terms of item difficulty. To increase reliability, items should

be equally difficult. If items are of a range of difficulty, reliability will decrease.

3) The dispersion of scores. If the sample of the test is homogeneous,

reliability will decrease. If the sample is of a range of abilities, reliability will increase.

4) The level of item difficulty. The items whose facility values are 0.5 can

increase item variance and thus test reliability.

soluiluwisAuwinAmauasduaninglulagldnsdumuanuisanseuuin
woavhlulusunsy SPSS TumaunsnAanisinmsgudoyanziuululusunsy SPSS Tudteg1agui

6.6 Tilanunedy 10 Au uiazawitodeuAuay 5 o wiasdansuuuin 10 AzuuY

The following is a way to calculate internal consistency using the Cronbach
alpha reliability estimation in SPSS. The first step is to prepare data in the SPSS program. In
the example, Figure 6.6, there are 10 test takers, each of whom do five items. Each of the

items is 10 points maximum.
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‘5"‘ *alpha.sav [DataSet1] - IBM SPSS Statistics Data Editor

File Edit View Data Transform Analyze DirectMarketing Graphs  Utilities Add-g

%Hf’%. e w8 ks =

" = -

R

:

T
1511

‘11 STUDENT
STUDENT | tem! | fem2 | ftem3 | femd |  Hems |
|1 | Sangwom 1.00 4.00 2.00 4.00 3.00
[ 2 Thida 9.00 10.00 8.00 5.00 8.00

3 Jinda 8.00 8.00 9.00 7.00 8.00
4 Jidapha 7.00 8.00 4.00 6.00 2.00
5 Kanjana 8.00 7.00 7.00 9.00 5.00

Komwipa 9.00 8.00 7.00 3.00 4.00

Arnon 7.00 5.00 8.00 6.00 5.00
s Anchalee 3.00 3.00 7.00 8.00 3.00
9 Suda 6.00 7.00 5.00 7.00 9.00

Elu!:saba 300 | 400 4.00 2 00 8.00
aa 1

U7l 6.6 mwmayjaﬂmmﬂu SPSS (Preparing data in SPSS)

Y

Tuduneoud 2 (3UN 6.7) idenuiiuiinsiey (Analyze) idenilanduana (‘Scale’

function) wagiden Reliability Analysis

In the second step (Figure 6.7), choose the tab ‘Analyze’, then the function

‘Scale’, and ‘Reliability Analysis’.
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‘5" *alpha.sav [DataSet1] - IBM SPSS Statistics Data Editor

File Edit View Data Transform Analyze DirectMarketing Graphs  Utilities Add-cns  Window  Help

: [ Reports » = F
ELEY "R k¥ BBon
b = Descriptive Statistics L4
|11: STUDENT | Custom Tables »
STUDENT [ Item1 | Compare Means P | ltem5 | var ‘ var [ var |[
f 1 Sangworn 1.00 General Linear Model » 3.00
2 Thida 9.00 Generalized Linear Models » 8.00
E Jinda 8.00!|  camcsts 5 8.00
4 Jidapha 7.00 Coralain » 2.00
5 Kanjana 8.00 Regression » 5.00
_:} Komwipa 9.00 Loglinear ’ 4.00
s £ Neural Networks ) =
8 | Anchalee 3.00 ) 3.00
Classify b
g b 508 Dimension Reduction L 20
10 Butsaba 3.00 2.0
- Scale g Reliability Analysis...
12 NOngisEaTekig eats " | B3 muttigimensional Unfolding (PREFSCAL)...
: 3
[ 13 Eoiscg E Muttigimensional Scaling (PROXSCAL)...
r »
| 14 Su@m ! Multidimensional Scaling (ALSCAL)...
. 15 Multiple Response
.' 16 J Missing Value Analysis...
| 17 Multiple Imputation »
18 Complex Samples »
| 19 %) simulation...
20 Quality Control ’
L ROC Curve .
!I\ Spatial and Temporal Modeling...  *
23

gﬂﬁ 6.7 \danilafdunisiuiandialudies (Choosing the reliability function)

luduneun 3 (3UN 6.8) drederauns 5 Talunigesiiulsnagiinsizinieniy

il 1@enluaa Alpha wagna OK

In the third step (Figure 6.8), move all the five items into the right box for

variable selection. Choose the Alpha model and click ‘OK™.
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\# Reliability Analysis

Items:

& items & item1
& ltem2

& tem3

@ & tems

| Model: Alpha =
Scale label: \ \

o) o o e

a

UM 6.8 tAanToyar1uiua 835 duUsedns waann (Choosing the data for alpha

calculation)

¥

luduneuganiieg (UM 6.9) Ardulsganianuiigaueaniazgnuandlusieay

Y

NAGNS tuFag19AduUsEENSAD 0.758

In the last step (Figure 6.9), the alpha reliability coefficient is reported in the

output report. In the example, the reliability coefficient is 0.758.
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= *Qutput! [Document1] - IBM SPSS Statistics Viewer

File  Edit View Data Transform Insert Format  Analyze  Direct Marketing

SHER HE e @Eﬁﬁ %1
+««» +=HEB T

= .f}mput - .
@ ] Reliability % Reliability

=} . Reliability
E""@T“’e Scale: ALL VARIABLES

=5 Notes

B-{&] Scale: ALL VARIABLES
(] Title Case Processing Summary
[E Case Processing Summary
1 r g +at N %
~Lfg Reliability Statistics
Cases Valid 10 100.0
Excluded?® 0 0
Total 10 100.0
a. Listwise deletion based on all variables in
the procedure.
Reliability Statistics
Cronbach's
Alpha M of kems
758 ]
| e N ——

gﬂﬁ 6.9 S189UAIANITIES (Reporting the reliability estimate)



145

6.7 Exercise

1. Which of the following is the first step in test and item analysis?

A. analyzing the items carefully

B. assembling items

C. choosing the items that are the most effective
D. piloting the items

2. In a test administration, there are 100 students taking the test. In an item, 60 students

answer it correctly. What is the item facility value of this item?

A. 0.1 B. 0.4 C. 0.6 D. 1.0

3. Which of the following is the calculation for item discrimination?

A. IFpass — IFfail B. IFposttest — IFpretest

C. IFupper - IFlower D. proportion correct

4. Which of the following is used for the purpose of item discrimination?

A. B-index
B. difference index
C. item facility

D. point-biserial correlation coefficient
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5. Which of the following will increase test reliability?

A. increasing the variation in item difficulty

B. reducing the number of items

C. seeking a sample of homogeneous abilities

D. using only the items with item facility values near 0.5

A6y De D g1 Ay Iamsuy
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Chapter 7 Alternative Assessments

Tuun? 6 l9nNa1ntan1sIAIILARUUEDU WaZARAT LG IUNITIATIZUNTDFBUNI

a v

o luundl %ﬂa'nﬁqg"du:uumii’mmaﬁuaﬂmﬁalﬂmﬂmﬂ%'t,t,waau Selumsthiauetised
7.1 mudAyYeInIsUTEIuNanIden

7.2 M5UTTIUNSUERIDDN

7.3 uilugraunay

7.4 gyaduiin

7.5 n1sdang

7.6 nsUsziliunuearnsUsEduiious Ity

7.7 inauainnsuseiiu

7.8 Exercise (WUURNWANI8UN)

In Chapter 6, test and item analyses and statistics used for language testing
have been dealt with. In this chapter, other techniques apart from tests will be dealt with.

The order of presentation is as follows.
7.1 Importance of alternative assessment
7.2 Performance assessment

7.3 Portfolios

7.4 Journals

7.5 Observations

7.6 Self- and peer assessment

7.7 Rubrics

7.8 Exercise
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7.1 A21UE1AYVDINITUTLLT UNANIILA 8N (Importance of Alternative

Assessment)

nsnegeulaslduuvany (tests) Wugluuvegraudunisnisvesnisiiudiedis
mMsuansANiauasavesiaoululamulalaummils (Brown & Abeywickrama 2010) 12U
LuvasuTeivmusing i eTagUssasdideivins Wudu nrslduuvasuinasevinlu
aounsaiffinisdidanan Wy dndnwdevihdeaeuneivmiey Iuduadaneluassdalug
daufI1nsUsEifiuma (assessment) Tiamumsnefininandnunn wu luvaeiiagituniaiids
aou Nindn1suszidiunaluvazifiodiu (real-time assessment) Adualuaae 1wy n1sUseLiiug
miwievimsvesiiFeu ieusaduindiFeuiimundledsiinghasmnesuieguntosiiieda
Fududeseduresiadeiimamaogiiudnviold 1udu msuszidunaiadumiiniisung
ATOUAGUVAINYANEANIUNITAINT NN Faslufansdunpegnsliidumanis vdensvageulay
THuvuaeu Fefildnanliuddradu

Tests are a formal way of collecting samples of performance from the test
takers. They are usually based on a specific content domain, e.g., a test on English for
academic purposes (Brown & Abeywickrama 2010). Tests are often administered in a
situation where the time for taking the test is restricted. For example, the students must
finish the test on English for academic purposes within two hours. In contrast, the term
assessment refers much more broadly to any form of collecting samples of performance.
For example, while teaching, teachers usually and, perhaps, unknowingly take notice of the
facial expressions and bodily gestures of the students. They may be assessing the extent
that the students understand or do not understand what they are explaining. They may
even take action by explaining more or giving some more examples, in order to ensure the
students’ understanding of the subject matter being covered. Accordingly, assessment is a

term that incorporates a variety of situations, including informal observations and tests.

TugamAI959 1990 TausssuAns1alaufiasiuifniiin AuaInsanny au
Yoy winnauansadalamenislduuvaey Fufaduiuaalndiiionsane 31 nmsussidiuna

Mden (alternative assessment) wUAAL LASIULAT BN 8 TRBE1IMAINTaNY W ALARUNIUY
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nadnSTldanmInaasudiFou 1wy uiluazaunanu auatufin msdann MsUsediuauies ms
Uszifiuitousiutu Wud el Brown & Hudson (1998; 657) atuauuliizunnisliiaiesiiedn
wiania madenlunsUszdiumg (altemnatives in assessment) sgmaiieniinisussdiung
yaden (alternative assessments) YilAnALSAnlU Mamadenmaniunldifuednl
Aliingdinnou @nwugsierfuduaunimaden altemative music) wanken uaglisifodld

Y 14

N5EUIUNSTLAs IR AL UL e fufunisadisuuuasuluntsnageusuuruudensialy Brown &
Hudson 52131 ynadenmanifuiunuuds wazagaounwAldfumuuudauiy e
madenmarfunldedraduissrdnuasn ludowdiaunisladluiausssansussiiunaus
Wiy ognalsin elnidsulatunslalneall luenaisuszanan dezdanddminnis
Uszilluranaieningaulay

In the 1990s, there was a social movement against the traditional belief that
all aspects of human competence could be measured through tests. The movement gave
rise to the notion alternative assessment, which encompasses a variety of measures for
triangulating tests of students’ performance, e.g., portfolios, journals, observations, self-
assessment, peer assessment. It is worth stating that Brown & Hudson (1998: 657) encourage
scholars to call these measures alternatives in assessment, because the term alternative
assessment implicitly conveys false impressions that (a) it is completely new (in much the
same way as alternative music conveys newness, (b) it is isolated, and (c) it does not have
to go through a rigorous procedure like that of traditional tests. Brown & Hudson state that
alternatives in assessment have been used for a long time and such a movement in relation
to alternatives in assessment is just a new development in the field. Despite this suggestion,

the term alternative assessment will be used in this course document for practicality.
Brown & Hudson (1998: 654-655) laasuaiuuinvesnisussiiunaniadonti

1) WifiSoulsuansoan a¥assd vionanasladmiioenin

2) Tusunuseaaunsallulananuiduass

3) lasrenszawAuly Tuwifian unsussuiasuiuiuainianssuly
vipadsuiifoniegud

4) ylvgseuilonaldsunsussvandeviduunluduseu
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5) Waunuiidedfanssulunsdsumsaousgreiimnuming

6) ajﬂLﬁuﬁ;ldmizmuﬂ”ml,azwaﬁwﬁ

7) Mnszuiunsfndugauasinuenisuitym

8) lidayasiuidududesvesdiFounrarau

9) MNNBENMNIZEN FLALYBUAIUANN I TUUTTTLVR S UUsazAUlA

10) Wumslirzuuulasliinsugravesysd wuilisdueiesdnsliazuu

11) atfuayuinasgiusasinaminislinzuuuilusda

12) ﬁﬂﬁﬂgﬂaaﬂ@mamwm'mmiaauLLazmiUﬁzLﬁumaﬁme;maaﬂlﬂ

Brown & Hudson (1998: 654-655) summarize the advantages of alternative

assessment as follows:

1) require students to perform, create, produce, or do something;

2) use real-world contexts or simulations;

3) are nonintrusive in that they extend the day-to-day classroom activities;

4) allow students to be assessed on what they normally do in class every
day;

5) use tasks that represent meaningful instructional activities;

6) focus on processes as well as products;

7) tap into higher-level thinking and problem-solving skills;

8) provide information about both the strengths and weaknesses of students;

9) are multiculturally sensitive when properly administered;

10) ensure that people, not machines, do the scoring, using human
judgment;

11) encourage open disclosure of standards and rating criteria; and

12) call upon teachers to perform new instructional and assessment roles.

TngAlenuuad nMsvegeuiasguudsnsiunldnuldase nande sy
ToaouuazdasuarannsnUssndanaiwasninenslduin wu mnadrsuuuaoud vy
o1aldaouaunisiuaunseuduld Wudu uonand nmsnaaouinmsgudaiuduliuuuaeuian
ATesgen wasusiuglumslinzuuuse wu mnuuuaeuiidiaasdneueg iy lidnazle

lasasrafay Aagldavuuuvasaauuiazaueanuivindunnass Wudu lunisnduiu n1s
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Uszifiunaymadon wu mslduiluazaunanu viemsdunangfnssuiinanteantn Fosldinan
WATAUNYILIUBENNLN ﬁgQTuzhwuamgp:JaauLLaw:JL‘%EJu winsziumaiansUssdunamadon
Afdeldisouniingeiiin Wuedesflefmunzd msumsifuazuuufu waginsgnisdinig
Uszilunaniadenlddoyaainianssunsiioun1sasuase Mavseiiunanaiendaindiniun s
\WeUs1ng (face validity) ganinnsnadaUNInSg I

By definition, standardized tests are practice-oriented. The test designers and
test takers can save a lot of time and resources. For example, when one test has been
constructed, it may be used for testing thousands of test takers at the same time. Moreover,
standardized tests are usually designed so as to achieve a high reliability and precision in
scoring and grading. For example, one standardized test has an answer key, and whoever
marks it may get the same result. In contrast, alternative assessments such as portfolios
and in-class observation require a lot of time and efforts from the instructors and the
students alike. Still, alternative assessments have an edge over standardized testing, in that
they are very suitable for formative assessment. Because alternative assessments use input
from real-world, classroom contexts, they usually have higher face validity than

standardized testing too.
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High Large —scale, standardized , multiple-choice test

Practicality and

o In class, short answer, essay test
reliability

Low Washback

High

Portofolio, journals

UM 7.1 anuduiusszndnensinanldanuldaswasdnswadounsdu (Relationship

between practicality and washback)

Tuguit 7.1 wansanuduiusseninsnisvnaeuannsgiy msneudneuluuium
oo waznsussiliunaniadon dunisdiuildanulaasiwasdnsnadounau lasauuuan
Wuvas U Ul UNINI kUL BNnauTAdndaNatunsalun1suiaaldulaaiege (high
practicality) WazAINIT B3ged28 WdnuvasvLInsgIuTnaEilandnadoundunionisdaleg
sUkuumsdanisBoumsasulaisnntn Tumanduiu dusisgauessui 7.1 uiluavaunanuuas
anatufin dadusuuuumsUssiiunaniaden fdvsnadeundurioniselesgsuuuumsianis
Bounisaougs inszsindusuuuuiifeudesiuanssluiudoueguds wiormaziinnuannin
Tumsthurldnulfsauageuiissniuuvasuanasgu TasewiglunsdidutuFoududu
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In Figure 7.1 the relationship between standardized testing, in-class
assessment, and alternative assessment, and practicality and washback is illustrated. The
uppermost node represents standardized testing, which is usually highly practical and
reliable but does not affect many classroom activities. By contrast, alternative assessments
such as portfolios and journals usually have a high washback effect because they are
connected to classroom activities. Still, alternative assessments may have lower practicality

and reliability than standardized tests, especially in the contexts of large classroom.

Fregrunadaildlunisussfiunaninden tdwn nsussduniswantesn
(performance-based assessment %138 performance assessment) Wiluazaunainu (portfolios)
wuuUsEiunuLes (self-assessment) WUUUsEL LA ous 20T U (peer-assessment) @y AU UHN
avyiauAINARALIIY (reflective journals) n1sanaiusieeaulail (online discussions) wWHuE Nl
A (concept maps) Iﬂiﬂmm?{a’m%dmﬂmuﬂfju (individual/group projects) $1841ULAENT
duuu1Uszannia (term papers and seminars) N15ULaUaUINLUAN (oral presentations) N9
1627 (debates) warnsdunivel (interviews) e agldnanifeuisdeg s ulnedanadly
anudaly

Examples of techniques for alternative assessment include performance-
based assessment (aka. performance assessment), portfolios, self-assessment, peer-
assessment, reflective journals, online discussions, concept maps, individual/group projects,
term papers and seminars, oral presentations, debates, and interviews. In this course

document, some of these examples will be dealt with in the sections that follow.

7.2 n1sUseiiunisiiandaan (Performance Assessment)

nsUszdiumsuandenn wieRamsudnsinereenu i ialddaunals Tugusui
fimnumsadaiien (content validity) L9 winilemfidesnsindudesnsuoniiana p:JL%'sJuﬁ
vonfienslaidoiuansanuansosenuildnsafuiiomigosnista Wudu msuanwinwerde
ALEINNSADBNUE U TNIiAILAL93 e (authentic) wshzdaun1salnsld v unisuen
firmaduaarunsaimsldnwiilldegassluriunuontiesFou msuanwinvevdeanuaiuisa
Fadunsysannisvinvenesniwges nane Aundiun delinsuansauannsavieinee

90NUd599aAY
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Performance assessment is involved with performing actual behaviors, such
that they become observable and measurable. The tasks usually require content-valid
performance. For example, if the content domain is about telling the directions, then we
would expect the students to tell the directions to somewhere. Doing so would also imply
authenticity of the test task because telling the directions is a language-use situation existing
in the real world. Performance assessment is also concerned with an integration of language
skills, as the students need to get the task done with more than one aspect of language

use.

msUszidiunanisuanseandssnauiiednvuzdidgvaleuszns wu fiieuiy
droaisassAnisuanieenin sukuLTuwdusuuiieasuiudmanaede Aefisuuuuiily
sasrlunismevlanglduinniindsgunuunei Funuitneunasliingewhisiaumne
Fadldaunens fedsazrouanunisainslidineludingseldi faildnanaliudadnagu vl
annsaUsaduldvanssuumshiunuliaduasnadnsaarineldiaossenns maeaaudy
mslimmdAgunmsigiseuldiSouidedn snninflesdudwesuniiiosesafer sz
amumiiﬁﬁ;:jﬁaut,l,amaaﬂmwgﬂ%Lﬂﬁ’mﬁ@&hﬂﬁﬂ%ﬂiﬂmumamﬂm"]

Performance assessment has several characteristics. First, it is the students
who construct the responses. This makes the task meaningful and engaging, given that it
has to reflect the real world. Secondly, because it is of the constructed-response format,
the students have more freedom in engaging in the assessment task. Moreover,
performance assessment allows the students to learn with depth, rather than with breadth
alone. The reason for this is the deep engagement that is activated. The teacher can thus

assess both their process and the product of the performance.

lunsuszdiumsuansean msdeseidsunuuskulunsussdiuuneiunis
VAFDULINTFIUMUUUNA Haounls

1) szyihmnglagsinveansvigiseuuaniaen

2) szyisgasd sauluianaeilunisuanisenag 9asiden
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4) Tdwuuyszidiune LWUUT19N15M52980YU (checklist) wuuinUszaual (rating
form) 88 19ANAUAINTENININGUNTBTEN ISR

5) Tuesnsuanseeniduleniafiazlinad oundy (feedback) sautadadling
founduagaduszuuaadunnIsEnInNngy wioseninegiseu

6) mndululy enslduvuussdiunuenasuuudssiiufousutuFouniugly
AILDEAUZEY

In performance assessment, procedures should be implemented rigorously,

just as in standardized tests. The teachers should

1) clearly state the goal expected of the performance assigned;

2) clarify the objectives and criteria for the performance;

3) prepare the students step-by-step;

4) use an evaluation form, checklist, or rating form consistently;

5) treat the students’ performance as a chance to give feedback, and provide
the feedback consistently;

6) if possible, use self-assessment and peer-assessment too.

7.3 udugazaunasu (Portfolios)

wilnazaunamnuiunsnununuesdisausgindussuy dnlduansdsaiy
Wee AUAINE waznsUszaunadnsalusulasiunils (Genesee & Upshur, 1996) uily
draunauinazUsznaulumelonans ag1agu

1) 397 videiGesdiuely iSeuestuin Meatusuazatuanysel

2) 5189971 %391AT9319709LATIUANNE

3) uwpudufindes visldduiinnmedeulmuainsinaussu msada va

4) ayatuiin dynoyiiu (diaries) WazMITsURERIANLIARLAUE LN

5) WUUABU AZRULLULASY wazuuRniadideudunistiu

6) wuuUsziliunues uaznuuUsaidiuiious udu idvemuandiy msusziduen

WAZLUUIIENITNTIVADU
A portfolio is a collection of students’ work that demonstrates their efforts,

progress, and achievements in a given area (Genesee and Upshur, 1996). Portfolios usually

include materials such as:
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1) draft and final forms of essays and compositions;

2) reports, and project outlines;

3) audio and/or video recordings of presentations, demonstrations, etc.;

4) journals, diaries, and other personal reflections;

5) tests, test scores, and written homework exercises;

6) self- and peer-assessments, including comments, evaluations, and

checklists.

7191 Gottlieb (1995) Tounaualumalun1sNaNTaISa U UL ANASAUNAINY

Tnel¥sge CRADLE #aii

VY

< . < aa 4 v a
LAUTIVTIM (Collecting) LUUNTUAASTINLAYDNANYAIYDINLIEU

v a <3 . 1 a < a (%
agriaunuAnLAY (Reflecting) Ldun1satenenadtuAauiuli safiy
UszaunsalazAanTsumge)
Uszilluma (Assessing) 1un1susziliunaueuazimunsiugasiamile
v & . < o & o & .
9aLAU (Documenting) LUUNITLARIANANTIIUNITVINT UL
Waules (Linking) tun1sweunlesdSeuiuag dudunases duguy uasiv
WausmTWIeY

Usifiue (Evaluating) iuas1sasshnadnses1elinnusuinweu

Gottlieb (1995) suggested a scheme for considering the nature and purpose of

portfolios, using the acronym CRADLE to describe six attributes of a portfolio:

Collecting: an expression of students' lives and identities

Reflecting: thinking about experiences and activities

Assessing: evaluating quality and development over time

Documenting: demonstrating student achievement

Linking: connecting the students and the teacher, their parents, their
community, and their peer

Evaluating: generating responsible outcomes.

lumsUssiiiuuiivavaunany AFHaauAIs

1) ssyiihuszasAegnatniau
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2) WuuzhuIn1n msdtenasiaviriuunluuiuayaunanu

3) Ao nnaminyinuarUssdunaludsiFou

1) szynseunarfiaenndesiundngns Tiiieuinaraeassduiluavannadiy

5) Avuatananduszesy dwsuseunsinnsanuasnang

6) MuungeIaiuLiuazaunanulidfilaing

7) IifoyadounduiBsunileusadiunatuaniie

In assessing the students’ portfolios, the teachers should

1) State objectives clearly;

2) Give guidelines on what materials to include;

3) Communicate assessment criteria to the students;

4) Designate time within the curriculum or program for portfolio
development;

5) Establish periodic schedules for review and conferencing;

6) Designate an accessible place to keep portfolios;

7) Provide positive feedback when giving final assessments.

TunsUszliuwiluazaunaau agdaaulinislinansussdfiudounduluunsnus

[ L3 Y v

dydnwainTednavusuidiuna 1wy A B, C 138 1, 2, 3 asuaishinaussliududqanin

Y v A

Aerfunmsingainevesuiluazannay awé‘?qﬁwmmﬁaimLiau‘dﬁmﬁummaa NADAIU
Uszifiuosnunlumussonedewutonssvosuinaaunanu

In assessing portfolios, the teachers should not give just a number or letter
grade for the hard work the students have done. Rather, the teachers should give a
qualitative evaluation such as an appraisal of the work, questions for self-assessment, or a

narrative evaluation of strengths and weaknesses.

7.4 @yaduiin (Journals)

auatuinidudnnieguuvuresmsussiiunamadon ayatuiinymiivudin
muianiinda UAsemeuauss nsUssiuna auAeaieassd wienunmi lnednley
wuuliideaillasasne wuunesy visedvadsnnugndeswinin Tudiuvesnsiseunisaou aum

v v A
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smuanudutiaanyanrasenin wazsaluiadunisdearsiuasiiaeu Brown & Abeywickrama
2010)

A journal is a log of one’s thought, feelings, reactions, assessments, ideas, or
progress, toward goals, usually written with little attention to structure, form, or correctness.
Journals serve important pedagogical purposes: practice in the mechanics of writing, using
writing as a thinking process, individualization, and communications with the teacher (Brown

& Abeywickrama 2010).

msazviounuAniueenufliaudAyAaNIsSEuS N15aETBuANAATILLUY
IWiduaesussianmdng Ao nsazsiounudauiuyngd mdwirAanssuegilaegranisey
(reflection-in-action) fun1saziounuARiundInTleiAvnssuTug wduase (reflection-
on-action) M3agvieuaMuAnTulunszuIuNIsasAmNE o1 lusz Uy Sdesliirun@Lls
vantunsiiuaua1vesnsiiulaluduyanatazauai daye maqﬁmmamawawﬁu i
mMaBeuayatuiinaudadiuddllgduiiewansdeuayaduiinsy I Jurseaynayiiu (writing
a diary) uiiisavintiu snudnsdeuaynsuiinarundusiaseunquludanmsaadsining 4
Fodldmansmauetiaty exls? edrals? wesvila? dhe madeuayatuiinenudadiuiady
Tonmalunisyusundmiugidou Menseungud wagyhliasviousinulane

Reflection is important for learning. Reflection can be classified into two
types. The first type is reflection-in-action, which refers to when one gives reflection while
doing something or doing some action. The second type of reflection is reflection-on-action,
which refers to when one gives reflection after they have done something or have finished
doing the action. Reflection is a systematic meaning-making process that requires attitude
to value the personal and intellectual growth of oneself and others. Writing a reflective
journal, therefore, is not just writing a diary. It covers a critical approach using questions

such as what, how and why too. It gives an opportunity to contextualize, theorize, and

personalize.

Jupaulunmsihayaduiinulddunisuszifiu Toun

a
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2) uddlvimswisinguazasdlunsihayatuiinunldlunisussiiiu wu ey
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3) Fuuzuuamei frdelathefimsashundeuluayeiudin

1) szyinasialilumsssifiunaayatuiinegaseingeda inueiegaduniy
wereuiiuldanauasdnd dau niedunsunisvanaudilaidond
sieAvRdRa Uiy

5) Tidayadoundueghamngas W doyadounduilliiaile fasuduug vie
foyadounduiiszydeianis Wudu

6) AMvUANTaULIAIdIMIUNITWeUayAvUAN 915190 AnNIed1MTuToUnNIs
NATUIRARIUAIIUATINLN

7) Wanuiuiiedaasuimuinsdmsunisfuaguuusiold

Regarding steps for using journals, the teacher should

1) introduce the students to the concept of journal writing sensibly

2) state the objective(s) of keeping a journal, e.g., language-learning logs,
grammar journals, responses to readings assigned, strategy-based learning
logs, self-assessment reflections etc.

3) give guidelines on what kinds of topics to include

4) carefully specify the criteria for grading journals. Effort as exhibited in the
thoroughness of students' content or the extent to which content
reflects the processing of the course content will be important.

5) provide positive feedback in your responses: cheerleading feedback,
instructional feedback, or reality-check feedback

6) determine appropriate time frames and schedules for periodic review

7) provide formative comments for creating positive washback

7.5 n15dwnm (Observations)

msdanaduisnisiiuiuiinnginssuves]Sewniiiuiaun vuazeiauniw

AosinswIsunsegranluszuu nilduinguszasdvoinisdunanfaieussidiufiseunuulal
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Sirinfinsdanangfinssuey maviiduiitisaneimsussminvesiiieuld waedndunisligien
IeuanieonniesmunwIegLdusssuAsneae

Observation is a planned procedure in systematically recording the students’
verbal and non-verbal behavior. One of the objectives is to assess students’ performance
without their awareness that they are being observed, which might otherwise make them
anxious. Observation, therefore, maximizes the students’ naturalness in linguistic

performance.

msdanaaunsayadhlavaien wu

1) surinwelunisnaseaulselon

2) sunseenideslulsziiudonisinlasians vieduniseenideagesily
Uszlem (intonation)

3) inuliensal 1w NMavedInsel Msasegulselenmaty as

4) surinweIaunssu (discourse-level skills) 11 NYLNANTIUNITAUNUT NITWUS
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5) Uiduiudseminaiteusangu wu msaulliuiedu arudlunsduihoye

6) pailumanevauosiifizoududnesisy Tududsu violusungy

There can be several foci in making observation, for example,

1) oral production skills at the sentence level;

2) pronunciation of the sounds that are the target of assessment, or
intonation;

3) grammar points, e.g., verb tenses, question formation;

4) discourse-level skills such as conversation rules, turn-taking, and other
macroskills;

5) interaction with classmates such as cooperation, frequency of oral
production;

6) frequency of responses that are student-initiated (whole-class situation,

group work).

Fupaulunisiinsdunaunlidunsusediu lawn
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1) AmuaingUszasrlunisdanalvida

2) thvunduuFeuiinsdunaluusiagade

3) Anvnnaisnazdanmlaglafligieus

4) senuuuszuLTuiinnsuanseenidanele

5) laifrunsuauguiigesmsdanalussazadalrnniuly

6) ManuFesmsdanains

7) thuualidainarldiuadnsiildnnnsdnnmnesidls

Regarding steps for making observations, the teacher should

1) specify the objectives of the observations;

2) decide on the number of students that will be observed at a time;

3) set up a plan to make unnoticed observations;

4) design a system for recording performances that will be observed;

5) do not overestimate the number of aspects or elements that can be
observed at a time;

6) plan the number of observations that you will make;

7) determine how exactly you will use the results of observations.

il Tunsdaunnfealdieiosilenadenlumstuiinnadnsnlaannsdaunn wu
578915057988 (checklist) waranmsinyszifiuen (rating scales) Wudu
In making observations, a checklist or a rating scale may be used for recording

the observation results.

7.6 matsmfiunueauaznsUszdiuilousaudu (Self- and Peer Assessment)
MsUszifiunutesiising i Ayanainvdnnisvesnisiiousnwil 2 Ae Ml
{15815 BuTuUUR smAuLes (learner automony) 11515 BuUTUUUR s auLesld nunofs
aruannsavasfizoulunistmuadwneatomsiisioans anelulassadiamdngmsvedivn
Aoy uarluseduiiiuninlassairemdngnsvesinfiiou uenmieanmsivuavnond
mMsBoufuvuionpuesdmnesaluiimsussngaufiRnulaglideTlasndadu naonauih
Usziiuanmunisalifeadunisufoimumartmesld nmstaniussgdlalddugmslumuiesdadu

Yadwdn ”ig?iﬂumiﬁauﬁﬁnwﬂm (Brown & Abeywickrama 2010)
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Self-assessment stems from a principle of second language acquisition. The
principle is that the learners should have autonomy in learning. The learners can set the
goal for their learning that they desire, both within and beyond the scope of their
curriculum. Besides goal setting, learner autonomy entails the situations in which the
learners choose what to do and how to do that properly, including self-motivating for

monitoring their own progress while learning (Brown & Abeywickrama 2010).

ﬂﬁi‘d’ﬁzLﬁmﬁ@uf?u%uﬁfli'lﬂj’luﬁm’lﬂéj’lﬁl'3] AUNSUTZLIUAULEY aNNISEALY
fio madsufuvusiudie fiisuduiwnnisusaunduoyuiasuaudssedulTyyudenal
AugasmMUsvaruausdofulunisdeud msdsadudeuiutuiafufiesiunugiuu
viklumsdanseusagFeudumudnausznisFouiuvusude

Peer assessment has a similar background to self-assessment. A key principle
is collaborative learning. It would be no surprise that a lot of students learn in the
kindergarten level up to a graduate degree, and never appreciate the value of collaborative

learning. On the whole, peer assessment is one of the many tasks and tools that learmer-

centered education has.

silaveantsussiliuaueaznisUssliuiious iy fegramu

1) mydszfiunisuanseanagslaog1emils

2) nsUssiunaandndeziily (general competence) M998

3) MsUsziuNasEAUUIYIU (Mmetacosnitive assessment) wign1sinatimne

[

4) MIUsTIUNNAIRULAZINNEY (socicaffective assessment)
5) tedouiieenlnefizou

Types of self-.and peer assessments include

1) Assessment of a specific performance

2) Indirect assessment of general competence

3) Metacognitive assessment for setting goals

4) Socioaffective assessment

5) Test generated by the students
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4) Trnuieauuszillunayinliiindnsuadounaultauin (beneficial washback
through follow-up tasks)

Some guidelines for self and peer assessment are as follows:

1) Tell students the purpose of the assessment.

2) Define the task(s) clearly.

3) Encourage impartial evaluation of performance or ability

4) Ensure beneficial washback through follow-up tasks.
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winuneudsatuauysal

There are several types of task that can be used with self- and peer-
assessment, for example,
Listening tasks
Listening to TV or radio broadcasts and checking comprehension with a partner
Watching English clips and checking comprehension with a partner

Listening to an academic lecture and checking yourself on a content quiz

Speaking tasks

Using peer checklists and questionnaires

Rating someone's oral presentation

Reading tasks

Reading passages with self-check comprehension questions

Taking vocabulary quizzes

Writing tasks

Revising written work on your own or with a peer

Proofreading

7.7 wneusin15UseLiy (Rubrics)

inausinsUseiuiilsguuuuniswesnsUssdunamaiden mausnsldinasins
Uspduduadosdotunislunsussdiu asilifusndusuagdaouannsnysadunaldosnad
Uszansnnuaziinnusulaeu inaginsuseliugdnuseneulumieuinsinussuiaan (rating
scale) M3auWINNTIiAZILLY (scoring guide) tnausinsUsiliufleldiuegaasguuuu loun
LNAU9INITUTEIEHULUUBIATIN Laztnudin1sUszillunuulenglu (Brown & Abeywickrama 2010:
128.) 1157991 7.1 waneio81 N aIiN1SUTEIULUUBIATIN A15197 7.2 wanednuazinaEingg

YILLHULUULYNAIY
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Rubrics are not a form of alternative assessment. But rubrics are a tool in
assessment, which allows teachers to assess the students’ performance effectively and with
responsibility. A rubric is usually composed of a rating scale and a scoring guide. There are
two forms of rubrics that are used in general: a holistic rubric and an analytic rubric (Brown
& Abeywickrama 2010: 128f.). Table 7.1 shows an example of a holistic rubric, and Table

7.2 shows the format of an analytic rubric.

A157197 7.1 Ae819nuein1sUsEILLUUB9ATIN (example of a holistic rubric)

Score Description

Demonstrate complete understanding of the problem. All requirements
> of task are included in response

Demonstrates considerable understanding of the problem. Al
‘ requirements of task are included

Demonstrates partial understanding of the problem. Most requirements
> of task are included

Demonstrates little understanding of the problem. Many requirements of
? task are included
1 Demonstrates no understanding of the problem
0 No response/ task not attempted

A19199 7.2 anwazinaeinnsusefivnuunendlu (example of an analytic rubric)

Beginning Developing  Accomplished  Exemplary Score
Criteria
1 2 3 4
Criteria 1
Criteria 2
Criteria 3

Criteria 4
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FunerlunsininasinsUsediuald Teu

1) fsanidlemmsauanuasdoseu (table of specification) Tufnsidendosay
Snasmils TnslanzodsBeingUszasdseia

2) fimsanguiuunaznseumsiviazuuuogify

3) wanuasTngUseasdninseunqulastoasy ieranlidunasimsivinzuu

1) szydnward danalddmduusar inguszasd viedmiuudazinaainisli
AU

5) dusuinasimsUszdiuuuueedsan Whdsumussenedie dumyuuznsles
AZLUL dUSULABYIZAUTDINTOUNITIAAZLUY LABAIUTIENEAITHANBEE
ANIZRIZNEUTULAAZ TEAY

6) dmsuinainisUsediusuusendiu WideuussoeioduwuimienisTy
ABLUY dmsunsazinasiusazUszinulunsounsinsuuy 1nemussensnas
fdnwuzlanziaizasdmivisaznalazlulsazszau

7) Wil ousmaugunausin1 sUsziiu (peer review) dmvidunn wazassldiu
Funuvesisusuiudndes ievndaunndes

8) uislviiFounsruiunasinisuseidu dountinisifuazuuuiiogldlunng
Usziiluna

The steps for bringing a scoring rubric into use are as follows:

1) consider the table of specifications in your blueprint (re-examine the
learning objectives);

2) consider the grading pattern and schemes carefully;

3) list the objectives covered in the item/test, as criteria;

4) identify the observable attributes for each of the objectives/criteria;

5) for holistic rubrics, write narrative descriptions for each level of the grading
scheme incorporating specific attributes;

6) for analytic rubrics, write narrative descriptions for each individual criterion
for the grading scheme incorporating specific attributes;

7) conduct peer-review of the rubrics and apply to some representative
student works to identify problems, if any;

8) notify the students of the rubrics prior to the assessment task.
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7.8 Exercise

1. Which of the following is NOT an alternative assessment?
A. journal

B. performance-based assessment

C. portfolio

D. standardized test

2. Which statement is true?

A. Alternative assessment has never been used before the 1990s.
B. Most teachers assess only in the examinations.

C. The term assessment is larger than testing.

D. The term assessment usually means standardized testing.

3. Which statement is FALSE about alternative assessment?

A. Alternative assessment focuses on both processes and products.
B. Alternative assessment has high practicality and reliability.
C. Alternative assessment taps into problem-solving skills.

D. Alternative assessment uses real-world contexts.
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4. What can help alternative assessment to have increased objectivity in scoring?
A. observation

B. peer assessment

C. portfolio

D. rubric

5. Which is NOT a task for self-assessment?

A. proofreading

B. reading passages and using self-check comprehension questions
C. setting up a plan to make unnoticed observations
D. watching clips and checking comprehension

DG AV ge DT AT Ay Iemsuy
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Chapter 8 Current Trends and Issues in Language Assessment

Tuundt 7 linandensussiliunamadon Feanuisathunldsiudusuuunis
NAABULUUAUAL e liAnN1TUsTluRaLUUaaET (triangulation) Tuunil aglananfisuualiy

wazUsziivlunsuazUsediunalunsndings deulunsinauedissl
8.1 wnltulunisusziliunaniesniw

8.2 Uszthulumsuszidiunanianiu

8.3 Exercise (WUUHNYinATIEUN)

In Chapter 7, alternative assessments have been dealt with. They could be
used with traditional assessment tasks, thereby creating triangulation for a more valid
assessment. In this chapter, trends and issues for language assessment will be tackled. The

order of presentation is as follows.
8.1 Trends in language assessment
8.2 Issues in language assessment

8.3 Exercise

8.1 uualdulunisusziliunanisnien (Trends in Language Assessment)
Tudeuseiamant wuiliunazuuufialunsmeseunanwldulsvasuly
AuIsn1saeu fregaty lugimenssy 1940 waz 1950 1UueavengAnssuilonuazn1sdinwm
Wisuisuanuuansdie nsvaaeunisnwfiulufvtaenaniw wu msseudisuntie
\dee wdaghiensal waynuisArdniseninsaesniel uiu wegmelssy 1970 waz 1980
mwﬁmamwLﬁ@ﬂ'ﬁ?{lamﬂé’ﬁmﬁmmaaL%agimﬁmimﬁu LaranIuN15ain15a eansh
gonfuInfiosdusznouannniiuAiieneiUsznounanTwnysenauiu vndull feenuuy

v & o Y a N A aa L. o a a
VOABUNYIAIN DINYIYTNUAANRILATDIUDNUAINUATI (val|d|ty) LAZHANUANITUUUANANIND I
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a o 1y

(authentic) 11ndu Aagazieunisiufduiusfululananuduass Brown & Abeywickrama
2010: 12ff)

In historical terms, trends and practices in language testing change in
accordance with teaching methodology. For example, behaviorism and contrastive analysis
were popular in the 1940s and 1950s, and so language tests emphasized specific language
elements, e.g., contrasts of phonological, grammatical, and lexical units, between two
languages. Then in the 1970s and 1980s, theories of language for commmunication brought a
more integrative perspective to language testing, and communicative events are recognized
as containing more than just the sum of their language elements. Nowadays, test designers
still have to look for a more valid and authentic instruments that would reflect real-world

interaction (Brown & Abeywickrama 2010: 12ff.).

Tugananavedrnissuil 20 n1sasuLasnIIAaeunwIldsUBVInast1wnan
IninemgAnssudounazmwimandiddassaine wiuluiyumedhonsalszduusslon dow
Mdwyi uazmsuvaanawnisluidudnnmils uazauauladiutesegfinisdoasiulan
muduass wuvdeuindunuuidenneudmsulieinsaluaidmy samaiuuuiindaudasous
svsuiieslUauiadudonngus

In the mid-twentieth century, language teaching and language testing were
greatly influenced by behavioral psychology and structural linguistics. They focused much
on sentence-level grammar, vocabulary definition, and translation, and little on real-world
communication. Tests, typically in multiple-choice format, touched upon grammar and
vocabulary, and had translation exercises which ranged from the word level to the level of
short paragraphs.

wuvasudisfuoudenfuindutedeuuuuiionden (discrete point) aguf
Fensdouldmulunisaouidnuminedeialan namaseuuuut ey vuanyfginiin n1w
anunsausnsendussiusznoudeny wavesiusznoudeny danunsatwumegeuldognei ns
nedeuuiliIEnsTandnineuanddlasaiswonisianaiiugiu fefoonuuudoaeuld

1ASDNI9NITIANALTY ANNATI AU tazanudulsids Tunisieszvdeasuls
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The above tests are usually called discrete-point testing. Nowadays they are
still used widely in standardized entrance examinations. The examinations are based on the
assumptions that language is componential, and those components can be tested well.
Such tests are based on psychometric-structuralist approach, in which the test designers

use tools to deal with validity, reliability, and objectivity in measurement.

3315 TALUULE 00A BIMUT191AAINENRTS (inauthentic) LNS1EAIAVIUNNTS
?famﬂumimaau ‘mezﬁmaaaummL%'uﬁuml,ﬁumi?{ami AUANITY LLﬁ%U%UWN"Iﬂ%ﬂ
mi‘mﬁa‘uﬁiﬂﬂawmﬁ]ul,muyimﬂmi (integrative testing) funnTu fegaweInsNAFaULUL
YsanNskana Toaaunuulaay (cloze tests) wazdadauuuuanan (dictations)

The discrete-point approach proved to be inauthentic because it lacked
communicative contexts in testing. As language pedagogy turned to a more communicative,
authentic approach with contexts, language testing became integrative testing. Some

examples of integrative testing include cloze tests and dictations.

foaouuvulrasdetemnuiinnidad (lasund +2 ¢1) gnaveenly fasusiesdn
fuioduadluroriandniu doaeunuulnardeininaivsaminesaulén

A cloze test is a passage in which every seventh word (usually +2 words) is
deleted. The test takers need to supply words that would fit into those blanks. Cloze tests

were claimed to be good measures of overall proficiency.

foaouuuuuanan (dictation) Aedeaouiifasuilsdoruduy uaniBoumudls
fu doapuuvuvenaatiufoasuuuuysannsmsziriasubeinsaluasduisunssuisniu
dmsunsuanseandudug Tumsinms nisvirdedeuuuuuoninléfifasordonisiliagradsla
nadeudsiilaBusenin anudissesduiiiussansnm wazenuanansalunsnianisaifiets
sz

Dictation is a test in which the test takers listen to a short passage and write

what they hear. Dictation was argued to be an integrative test because it used grammatical

and discourse competence, which were essential in expressing other aspects of language.
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Doing dictation well needed careful listening, reproduction of what was heard in writing,

efficient short-term memory, and expectancy ability to aid short-term memory.

indynnsi advayuisnismaaeunvuysannis lulidAvumatvayude
auyfgruindieanuanunsaniafien (unitary trait hypothesis) daiisafunisuesinaiing am
awnvanenlily wazdfuusaivianmaneiluiiaseunquesdusenaudey urluiigands
msliudauasndnguannnside deausfgnuidsaruansaviadefignazidly

Proponents of integrative testing soon turned to support the unitary trait
hypothesis, in which language proficiency was indivisible, and there was a general factor of
language proficiency in which all the discrete points did not add up to that whole. But after

debates and evidence from research, the unitary trait hypothesis was abandoned.

Iuﬁu"mﬂawmmiiwﬁ 1980 ﬂﬁ‘ﬂﬂﬁ‘i)‘u%Nﬂ”l‘l&}'liﬁﬁllﬁulﬂaui’ﬂﬂ'ﬁaaﬂLLU‘U%UQ”]U
\ien1sdeans Bachman & Palmer (1996) lénandsrnusuduiidesdinuaonadasiusening
nsuanseentunsmeaaunsn ke siieluanunsaliifildnisaeu Bachman & Palmer
é’J’qLﬁué‘:ﬁmamﬁﬁwﬁuaqawﬁmﬁazﬂaqmﬁ‘iumiﬁami (strategic competence) LW ANAINITE
ypwemsdonnuitlianysal U 8.1 uansaudiniugd

In the mid-1980s, the field of language testing began to pay attention to
designing communicative assessment tasks. Bachman & Palmer (1996) mentioned the
necessity of correspondence between language in test performance and non-test language
use. They also highlichted the importance of strategic competence in, for example,

compensating for breakdowns in communication. Figure 8.1 illustrates this point.
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lLanguage
knowledge

Personal
characteristics

Topical
knowledge

Strategic
competence

Characteristics of the
language use or test
task and setting

3UN 8.1 andimdezgaauiunisldvianisnagaun1anien (Bachman & Palmer 1996: 63)

(Test users’ language competence and language use or test task)

1n1N15N9 T UF 99T ANUADAARDIAUTENINNNITHAAIDDNTUNITNAADUN NN
warn1slen e luanIunisaintlynisaou NsegeuN1EIian Isdeas nduAuiInIedIny
Jeanuuudedey fillsudedouisussudnuariuanlulanauduaiiidSeuniwdouansesn

wazAeunTIaigall (validate) medanigldn1wvingse dudiniw lunsinaingainms

Y ¥ = Ll Y1 Y a ¥ 1 gj 1 dgjdl ﬁl ] U o
2w Hilsuteasuiwesszuliladn dilsuldnwidutuuilile Wela agsls dulas vily Tu
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Hadeln wazinawuls mstanafidutunldlatuauaneswestuny wazaudunuanmase
vasdornuildlunisneaou

From the necessity of a correspondence between language test performance
and non-test language use, communicative language testing became a challenge to test
designers. The test designers began to identify the real-world tasks that the test takers had
to perform and validate them with what the test takers actually do with the language. In
language proficiency testing, the test designers had to specify where, when, how, why, in
what topic, and with what effect the learners use the language. The assessment turned to

involve authenticity of the test tasks and authenticity of the texts used for the assessment.

&l a

990U AedaaountviuazndngnsialanmdsdnriiinguszasARfifioudy
Audnats unudi azldn1snaaeudt ldUinnidunszaw Aldasianadionisuansoen
(performance-based assessment) M3 IARaNIINITIENMSLARDBNITNaRET et UM Taeans
AILATINA N13EENSIENTTREY NMTABUALBIHBANINUAETUA NSLARIRBNLUUYTNINITUATY
iz nsuanseeniuungy nlURTunuidufduiustug neanzedists msdunvaitn
W mstamauvuiifunannnuasiialidegs wifviliinldlaersuazidugunndy e
FiFougnussidivlusasinansoonlufunusiey vislufunuiidaesaniunisaiads luwdng
fona matauvidohianumsndadomaganiunszdaeugninlunaeimduansdunuiidy
e §nd eisenvesnisianasienisuanieandaleun n15Tanai 599 usu (task-based
assessment)

At present, language courses and programs around the world are handling
this new and student-centered approach to assessment. Instead of paper-and-pencil tests,
performance-based ‘assessment deals with oral and written production, open-ended
responses, integrated performance, group performance, and other interactive tasks,
especially oral interviews. Performance-based assessment, thus, is time-consuming and
expensive. But, in return, the assessment is more direct as well as more accurate, because
the learners’ performance is assessed while they are actually doing the tasks, or simulated
tasks reflecting the real world. In assessment, performance-based assessment is considered
to have higher content validity because the test takers are assessed while doing the target

tasks. An alternative term for performance-based assessment is thus task-based assessment.
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8.2 Usziaulunisuszifiunanianten (Issues in Language Assessment)

willaugun (multiple intelligences)

L%Wﬁﬁﬂ@@ﬂﬂ%ﬂﬁﬁqLﬂ&JL%aﬁudﬂﬁammmmaaLLﬁﬁfQW}WNmMLLaxmiﬂg—
AdnA1ans 1aAa (IQ - intelligence quotient) ladidnswasg19ni1svnslunisvaasuniiou
Amsse ity ialeuuvaeuidunauasniuwuudadesyneumededony Wudwudu
aniyduiainagiuvuaeuiieTanuuidenduld Taslideasudsnguunsguidunauasiu
wuuidenneu Fwatedefientlifiniiuauass (Brown & Abeywickrama 2010: 17ff)

Intellisence was once believed to be linguistic and logical-mathematical
problem-solving ability. 1Q (intelligence quotient) has influenced the field of measurement
and testing for almost a century. An IQ test is a timed, discrete-point test, containing a
hierarchy of items, and so tests of other fields of study could be designed similarly. For
example, we have witnessed a world of standardized, norm-referenced tests, which are
timed in a multiple-choice format, but many items of which are inauthentic (Brown &

Abeywickrama 2010: 17ff.).

agalsha mwidaneiuaidyylugavaieanissei 20 Tiuasuyuuenmg
lanns¥anednine nisluanddeainanlown Beanylyan (multiple intelligences) Ailauan
wilygreenidunlaniu Snsundslaun widegamissinuensual (emotional quotient —

a ! ¥ %

EQ) MumaniavEnasesumstawarUssiiunanisnvivnsden iy Ansslutudeudiiants
doanslumisdemsuazndngnanngg IffinaumainanesunnuansotunisGoulasalad
anuadalunisiieu dausunsisunisaeuldanmeunmsiianiuiteasunuuidennauuag du
nanaslumsinmuansamnu asdaeudldsunisatuayuliianmanaulousizosnnudy
Ustitlunisinas uenaind aguasddadeudeldsunisatvayulidainusenisluninsam
NTUIUNITITEUS wagANEINNTalUN1TABTaIRIunNIeY AuIntsludagduicdaunnis
ponuuUMsUseiiiuilayinduszninayana Msdoas AnuAnaisassd wagnsiufduius Jei
3&1’aaﬁmmL%aﬁuiummLﬁué’mﬁaLLazﬁmmwmmﬂmmaQLiWLﬁmﬁu

Nonetheless, research on intelligence in the late-twentieth century has

changed perspectives of psychometrics. One of the studies is on multiple intelligences,

which divide intelligence into eight different aspects. Another is on emotional quotient (EQ).
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These studies have an indirect influence on language assessment. For example,
communicative classroom activities in books and programs have increased in terms of
diversity in learning abilities and learning styles. In language pedagogy, reliance on timed
and multiple-choice format has decreased for language assessment. Moreover, teachers
and test administrators have been given support for assessing whole language skills, learning
processes, and the students’ ability to negotiate meaning. Current challenges thus lie in
assessing interpersonal, communicative, creative, and interactive skills, which would rely

more on our intuition and subjectivity.

N15USLLA UANALUUA A ALASN1SUSSLT UNan19ta an (Traditional and

Alternative Assessment)

Tunsuszfiunanisuanseenlududou duulduiti nsesnuuumMsnAsaULUY
ﬁﬁgqﬁmzqma%‘méi”mmqLﬁaﬂﬁﬁmmam%m’mm'ﬂ,uLm'suaqmiﬁawqaﬂﬁmmiﬁamiaﬂwﬁ
AVINNNNY A15197 8.1 LLﬁﬂQﬁﬂng“Uaﬂﬂ’]iﬂ’ﬁ%@ﬂﬁgﬁﬁaﬂLLUUE]EJ"Nﬂi'TJ""]

In performance-based classroom assessment, there is a trend for traditional
assessment to be supplemented by alternative assessment, which is more authentic in its
elicitation of meaningful communication. Table 8.1 shows differences between the two

approaches.

15197 8.1 N15UsTIUNARUUAILANLaZN1SUSEIEIUNanIaan (Traditional and Alternative

Assessment)

N15USSLAT UNALUUA 96A U (Traditional

Assessment)

A1sUserd unanigta an (Alternative

Assessment)

NIINAADUNINTFIU (standardized exams)

LUULABNABULALIULIAN (timed, multiple
choice format)
JadaUBENUS UN (decontextualized test

items)

YanaszerenI9g19maries (continuous long-
term assessment)

wuuAauUanelanazlidutian (untimed,
open-ended responses)

Fu91un158 08155905 UM (contextualized

communicative tasks)




177

N15USSLT UNALUUA LA Y (Traditional

Assessment)

A1sUssLT uRanigta an (Alternative

Assessment)

avwuuidudeayaasviaundy (scores as
feedback)

AZKUUBINGY (norm-referenced scores)

1 alU7 @1nouT Talaunieda (focus on
discrete answers)

a3U3 (summative)

gﬁlﬂ‘ﬁwamu (oriented to product)

m'il,l,amaaﬂmaiﬁﬂﬁﬁmﬁuﬁ (noninteractive
performance)

a'ua%ul,magjﬂamauaﬂ (fosters extrinsic

motivation)

Tideyaazviounduilusieau (individualized
feedback)

ATLUUB LN (criterion-referenced scores)

A1neaulUaietde @319a535A (open-ended,
creative answers)

3¥NINSBU (formative)

gﬁlﬂﬁﬂizmumi (oriented to process)

n1suansoony TUfdunus (interactive
performance)

SRIGER R 3 dlannelu (fosters intrinsic

motivation)

winsziiu Afldemssy TaosUsenislunisldnsned 8.1 Uszn1susn wwadnsau
UaﬂﬁlﬂsmgiumﬂﬂLﬂUﬂﬁiagﬂiamaéﬂdﬂiﬂm Tupuduase Wwdeseniiazuenuuifnesn
nfildegnadiaun msUssdiunananeuuuiisidnvarantieinsUssiiunauuuaniuuay
wuumaden wazdenisseiausenisiiaesio ans1ed 8.1 farudndedlunenisusaiduna
maden Feligndesdnmnazuesimneganieugeiieddmil wagnneg19m1aniuIile
auysaiuuy fetu sunuulslunsUssiiuauuusauivimnldfegudn iifausaunlld
dumadenlunsusufiunamadenlafiannsathinldegsadieassd infanmnsatunusuldls
TuduSeu

Nonetheless, there are some caveats in using Table 8.1. First, the concepts
in the table are just generalizations. In reality, it is difficult to differentiate the two columns
completely. Many forms of assessment may combine features from both traditional
assessment and alternative assessment. Second, Table 8.1 contains bias toward alternative
assessment. It thus is not right to see that everything on the left-hand side is flawed, and

everything on the right-hand side perfect. Therefore, assessment traditions that already work
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well should be valued. And alternatives in assessment which we can use constructively in

our classroom contexts could be adapted.

n1INagaaUNIUABNNINES (Computer-based testing)

Tutghemaneunil Wimsldmeluladronfinnesuaznisuszgndldlumsioums
aoumwnay fidsumuiununauiilannaeundudldaoufiuned Sslituvanlaiinein
UIUNNITADUNUADIYIBLTUUN1Y (computer-assisted language learning — CALL) Tusnu

< 1 [

nsusgiliunanisiSeuntwinduiy Uradunvunaasvauiadnanaivlednieg dradu
LUUnAdBUINAsFIULNA RISl unaneniluau FiFeuldsuiansedu (prompts) lugudye
wieteanuiidoutuandanesiuilusunsuliarondn wasdesiuineu doaeuniunsufames
drulvadosnsenoudinneds widedoudulnia (Test of English as a Foreign Language
TOEFL) agtufldnfifouiony uazdniidemn Sulsasdulirzuuulnednralinzuuy
In recent years, computer technology grows and is applied more in language
teaching and learning. Nearly all language learners have become computer users. Thus, it
is no surprise that a laree number of subjects or programs use computer-assisted language
learning (CALL). Similarly, language assessment uses CALL in test making and administration.
Some websites host small-scale computer-based tests. Other testing programs provide
standardized, large-scale tests which thousands of test takers are involved in. The test takers
receive prompts in the form of written or spoken stimuli predetermined by algorithms, and
have to type their responses. Most of these computer-based tests require fixed and closed-

ended responses. But examinations like the Test of English as a Foreign Language (TOEFL)

presently have essay and spoken parts, which are both scored by human raters.

waurn1slud g lun1susziliunanrepeuiatmes s ludenisldnwiaians
adsteyalfiuanuanasslunisaoy nseenuuUTuURTuTeutulunIedeusuneuine
nsldwendsfiuonuezmsyauaznsidou ilensnlinzuuunsyauaznsideuiioeans 1y
fu Aaduussdiumaudmsunsidelmig 91 nmsmedeunenulngldreufinnesifuionans
WasusssuAvesdsiigninuieliuazesils

New developments in computer-based assessment involve contributions of

corpus linguistics, which increases authenticity of the texts used for testing, designs of more
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complex test tasks that are delivered by a computer, use of software that recognizes speech
and writing to score oral and written production. These developments pose issues in terms
of the construct being measured, for example, whether and how the computer-based test

delivery changes the nature of the test construct.

nMvadeuRuAesyuness nulaiisuduiitenfunntuldun deaeuuuuuiu
Winng (computer-adaptive test - CAT) lumsnageuiuuUiumng Haeuwiavauazlagamaiy
finsefUdNYAZIANZYBILUUNIAADU (test spec) hagiN AN UTEAUNTLAAIDBNYBIL AR ULA
azAu TeaeuuvuUumINzAusemauAfinnNsInUILnaNs Yusiidae uns UL AAL
poufinnoiaznnTliazuuumauduasldfeyatu saluifeyannnimevaussdedoasy
nount iy Wedmuatimsazdshmulanndudaiudaly asuwiifidaeudmeuldgndos
poufwosazidandanuiisnhiuniesndsunliaey uivindaounouiin Aoufiunesi
wdeanufisnvinfuvisentesninnlifasy Tunsaeunuuyiumng fasuazifiudiany
desnsiagniadnny fau daevagvindeasutnadolily swddiaunsadounduluvindodivily
udala

Another type of computer-based assessment is a computer-adaptive test
(CAT). In a CAT, which is gaining momentum, each test taker will receive a set of questions
which match the test specification and are suitable for the performance level. The CAT
begins with questions of moderate difficulty. While the test taker is answering each question,
the computer will score the question and use that information, together with responses to
other previous items, to determine which question should be the next. As long as the test
taker gets it right, the computer will send items of equal or greater difficulty. But if the test
taker gets it wrong, the computer will send items of equal or lesser difficulty. In a CAT, the
test taker will see only one question at a time. Therefore, he/she cannot skip questions or

return to the items that have been answered.

Tuunyi 7 18130915 USLL T URNANIE BN TAUNE181U TN ITUS LT UNA
NWFIMASUTIUINUNITUTLLIUNALUUA WAL TAUNAIILIIN NISNAABUNIUABUNIADS KN
Wuaudwnan sgvianganuneeslunisidnisuseidiunaniaden saulufsnisusediunusu

IidAutwiew agelsid wealulagrauiuneslidndudeshliAnnansenuguly ajdaeu
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In Chapter 7, it is said that alternative assessments are supplementing
traditional assessment. Computer-based testing is said to eliminate such efforts as well as
teacher-tailored classroom assessment if it is developed to the ultimate level. However,
this does not have to be the case. Teachers and test makers are in a position to use a
variety of tools that will make computer-based testing less formulaic. By using technology

and innovations constructively, they can increase authenticity, enhance interactive

exchange, and encourage student autonomy.

8.3 Exercise

1. Which is the least related to the developments in the 1940s and 1950s?

A. behavioral psychology

B. contrastive analysis
C. pragmatic expectancy
D. structuralist linguistics

2. Which approach in test writing is the most authentic?

A. behavioralist
B. communicative
C. integrative

D. structuralist
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3. According to Bachman & Palmer (1996), with what does language in test performance

need to have correspondence?

A. language knowledge

B. non-test language use
C. personal characteristics
D. strategic competence

4. Which is NOT a characteristic of alternative assessment?

A. criterion-referenced scores
B. formative

C. oriented to process

D. scores as feedback

5. What is the most important issue in computer-based testing?

A. cost of test administration
B. nature of the test construct
C. software availability

D. test length
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